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PREFACE o ‘

.
b ‘e
- I3 o 4 .
’, // \L“

+ The séminar on<~:?ut of School Education“- lhe case of
Residential Education" took place under item'K of the U.S.-

Israel ﬁemorandum of Understanding signed by/Mr, Joseph Califano

l
|
then Secretary of H. E W,, u.s. Department offEducation '+ and

- Mr. Zevulun Hammer Minister/of Education and Culture, Israel.

This report is the outdéme of the seminar which brought )

»

together professionals involved in education from the United ¢
.\,States and Israel. Monthly sessions of the seminar were held
' from the beginning of December 1979 to the end of September 1980,
During the first week of September we were joined by the American
participant in the seminar Professor Charles Bidwell Chairman L

of -the Department of Education Chicago University, thicago Ill

During Professor Bidwell™s stay, members of the seminar accom- - 5

l

panied him, over two days, visiting several residential institutions,
represeneing the entire spectrum-of Israeli esidential education°

Following these visits, the seminar convened at the University of °
. \ . .- ,

-

N Tel Aviv, for two days of lectures,and intensive dtscussfon?

Professor Bidwell made an illuminating and important presentation;
< . . f

at the seminar, which was extensively discussed and reacted to

',ie."

. by the Israeli members of the seminar . o )
) The rest of Professor Bidwell g stay was devoted to indi- :
~
vidual meetings with colleagues at ‘Tel Aviv and Bar Ilan .
- Univetsities, and at the Hebrew‘UnfversitY\in Jetusalem: g
' o ’ 1 .




The .Israeli members of the seminar Were both academics .
from the above universities and practitioners experienced in -
residential education. The seminar definitely responded to
+ an existing.need'in/bringing together this varied group and
provided an environment :for collaboratione Moreover, the -
seminat brought out the desire to continue and perpetuate the

work of the group, mainly among_ those involved in reéearch in

. _this'area, Indeed, this smaller group held,a number of meetings-

rd

during 1980/81.
/ The present report thus summarizes- the work of the seminar,
In additibn it presents anweftensive anélysis of Israeli

\ .
\residential education by three members of the by how permanent

¢ 5 - 0

research group (representing its ‘general -consensus). .
The editors would like to take this opportunitz_to express ’
their,appreciation to all those who helped in facilitating the
seminarfa\d producing this report. Special thanks are due ?o the
U.s. Department of Education forkies involvement in the vénture,
the U.s. National Institution of Education which founded the
seminars and the present publication and the U,S, -lsrael .
Educational Foundation which administersd the program in Israel.
Special thanks are due to Mr. Daniel Krauskopf Execytive .

Secxetar§;‘r the U, S -Israel Educational Foundation far his valuable

atsistance in ‘seeing to -ghe many details involved in ensuring the

‘success of this enterprise. Special thanks are also due to Mr. ‘,_

~
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~

Arie Shoval, Deputy Director.GeneraI the Ministry of Education
;ndxgnlture and to Profes;:r\Shlomo.Kugelmass Chief Scientist
of the Mimdstry, for their help in organizing the seminar and
facilitaLing its work “We would also like to/thank Ms.-Hi

Lowenstein and Ms, Marilyn Amar for their special efforts and

t.

f.generous help in compiling this manuscript

‘ . | , L o,
A e - CHAIM ADLER I RINA SHAPIRA
‘ ’ ; A Co- chairpersdnsz
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INTRODUCTION

.

Residential'education is more‘midespread in Israel‘than in
fianry other countries 1 Some 187 of Jewish youths between the
ages of 13 and l7 are educated in residential settings

‘ "'During the 1979-80 school year approxmiately 37,000 youths
studies in 309 residential settings which may be‘regardedﬂas
normative socialization alternatives to the ordinary schools

Of these settings 102 are 'Youth Groups" in various kibbutzim .

* (communal rural settleménts) - that is, residential settings éor
adolescents whose’ families\live\outside the kibbutza 86 settings
are secondaf§ residential schools often called "Youth Villages".
Some of these arf agricultural schools, others are comprehensive
or\multievoeational schools. 74 settings are residential Orthodox
colleges, mostly.Talmudieal colleges (''Yeshivot") for boys. 47
settings are elementa;stchools or small family-type homes°2

In additionsto these 309 settings, there are some 90

\Esocializing instiﬁutiogs which cater for social and other ''deviations"

¢

of various types, such as correctional and treatment institutions,3

/
2]

1 For example while the U.S. S R. has 2% of its total school popu-
“lation in residential school, England and Wales have 1.9%. See:
Lambert, R., Bullock ‘R., & Millham S., The Chance of a Lifetime?
A Study of Boys' and Coeducational Boarding Schools 1in England
-and Wales, LGndon, 1975’ pp. ll-l6. :

‘2

Source Mirfistry d& Education and Culture, Data.on Residential
Education Resjdential Bducation, Jerusalem 15.5.1980.

3 Source: Miniggry of Welfare, Guide to Residential Settings for
" Children and Youth Till the™#pe~”of Eighteen, Jerusalem, 1972.




hesidential schools are places where pupils spend most ofltheir
time for sevéral years of their lives in organized separation ;
' varying degrees both from their ‘original community and from thz social
environment around these schoolsn The. prolonged and~continuous stay
in one place and the extent of isolation from society gre often re-’-“
garged as assets which help the residential school- to realize whatever
,educational goals were determined by its staff. It is assumed that
" “the setting exerts pressure on its pupils to adapt and internaliae pre-'
selected and structured m;desyof behavior and sets of norms through‘
constant exposure to these influences and as a result of the advan-
tageous’position the staff of the residential school have over the in-
fluences of spcial agents outside its boundaries. This pressure on
pupils - operated as a strategg for change and achieved by means of iso-
lation'and eiposure - accounts for the description\of.the residentialb

\ . . . - .
school as a powerful environment 4

5

¥

Bloom,
advbntaged adolescents’, refers to the influence of changes in the social
environment resulting from removal of the iﬂdividual from his original
environment and placing him in a new and powerful envirgnment. In his
view, the existing data support the generalization that the influence of
outsﬁanding changes is particularly strong in the period of. the greatest

3 \
normal development (adolescence), and particularly weak in the period

3 . Pl

-
4 see: Wolins, M., (ed.), Successful Group Care: Explorations in the §\
Powerful Environment Chicago, 1974, The ethical questions-apper-
taining to education in a "powerful environment" have been discugked
by: Meron, J., The Legitimacy of Education for Values in the R
dential Setting for‘Disadvantaged Pupils, Tel Aviv University, ‘I977

3 See: Bloom B.S., Stability and Change in Human Charadteristics,

,ggy York, 1964.

v -

£
>

\‘l
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. discussing the prospects of educational advancement of dis-
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?

.of least normal development 6 .Bloom suggests that possibly the
central attribute of such powerful environments isathe extent of

their expansign In other words, in' these environments the“individual
is totally surrounded in-a situation that presses him from all sides
t0wards a certain ‘type of development or .output. 7 Wheeler/ in des-
cribing ‘the network of\interactions ‘between people processing organi-
zations and the wider society puts forward the assumption that the .
degree of st?ength of the socialization~attempt is related to the
degree of isolation of the’socialiéing‘setting The more this setting

~is separated from the wider soEiety, the more powerful will its

influence be, in that such frameworks are capable of reducing the o

“rate of potential. conflict of other socialization influences,8

’

’ y . s

. RESIDENTIAL SETTINGS: THE TKADlTIONAL'CONTEXTK ' .,

~7 ¢

It is assumed that four historical traditions of residential

/ (]
education and care have contribu%fd to the nature of the organizational
patterns of the Israeli ;Zsidential_school and its.obJectives° These

were: Aoﬁresidential‘fr eworks~in-the Jewish Diaspora; B. resi:

dential schools during the pre-State (pre 1948)Wperiod; C. residential"
. . - ( ‘@ - . R .

settﬁngs in the kibbutz during the pre-State period, and D. resi-
) -

. ./ dential education during the first years of the State of Israel.

> . ¥

2

m

- 7 1bid, p. 212. Lo : ‘

-~ . / ¥

.8 Wheeler, S,, "The structure of fofmally organized socialization.

settings , in: Brim, 0.G., and Wheeler, S., Socializavion after
Childhood, New York, 1966, p. 80. .
—1———?
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< A. Residential Frameworks in the'Diaspora

-

~ Thelmost prestigious framework of Jewish education in the -
o ) Diaspora was. often a residential one, We refer to -the’ Yeshiva _
‘which, in various forms was for hundreds of years the higher : . -
., institution for study of. the Talmud for adoIescents and young
adults in both eastern and western Jewish communitieso For %Qst
: :of the students attﬁnding the Yeshiva ‘entailed leaving. their home |
and their community temporarily, since_most of ‘thé Jewish comm%nities
were too small to run their own Yeshiva. - CoN
. The YeshiVa fulfilled two allocative functions for traditional
Jewish soctety. On thé one hand it served as an educational R
institution for the ‘sons and | sons ~in-law of the Jewish elice, ln'
the Yeshiva the pupils acquired many of the status of ‘cultural -
‘ symbols which characterized the members of their social group,. par- .
_ticularly knowledge of the Talmud and thorough acquaintance ‘with
+ Jewish religious traditions, On the otHer hand the Yeshiva served.
:as a route of social mobility for members ‘of. Lower social;\classeso
This was ppssible because, despite its elitist nature, admission to .
study was generally open to evé;y able motivated pupfl, regardless ‘
of his social background 9 ) : ' ; \. . .‘
) / '

F For a discussion Of the social functions of the Yeshiva tee ,
Katz, Yo. Tradition and Crisis, Jerusalem, 1958, <

PR > —

g . ! [
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Io this day attendance at a-reéi@ential Yeshiva;is a.
customary, though not-eqsential, stage in the educationand
spcialization process of a young member of the elite'gfoup in.

'orthodo§ Jewish.qomﬁunitiés in Israel andxqegish communities in °

western countries, 10 ‘ : -

In the period between the first and second World War residential
, v
frameworks, known as ''the Hachshara (training) kibbutzim", served’

-t

as preparatory frameworks for groups af adolescents and young adultg,

‘ meﬁbers of pionéering Zionist movements, who wished to establish- d
new agricultural settlements'in Paléséine, Their desire to organizé
as a commdnit& of settlers on the land placed the‘experience of

1 - ‘. -
living together as a group away from their-families in a degree of

—

importance no less than that of agricultural experience, " Partici-
I :

pation in these preparatory frameworks gave prestige, particularly
among the, members of ;hq;youth mévements; but also among a wider

£ircle of young people in the Jewish community, especiﬁlly in

ehstern_Eufopeq . - -
Since studying in the Yeshiva or ﬁhrticipating in the "Hachshara

kibbutzim" entéiled entering a Tesiéentialdframework, these frameworks
- ‘. : N % ’ . .
10 In the last three decades High School Residentfal Yesiivoth. which

»
combine traditional Yeshiva education and secular education, have
been founded in Israel and several western countries, See: Sadan,
I., !The development of orthodox- sécondary education in Israel",
Niv-Hamidrashiyah, Tel Aviv, 1962; Goldschmidt, J., "Religious
secondary education in Israel', N#v Hamidrashiyah, Tel Aviv, 1971;
Munk, M.,.'The residential 'yeshIva'™, 1n:~goI¥ns, M. & Gottegman,
M., (eds.), Group Care: An'%sraeli Approach, New York and London,

1971, pp., 176-198; Bar-Lev, M., The Graduates of the Yeshiva Hi h\‘:
School in Eretz Yisrael Between Tradition and Change, Bar Ilan’

versity, Ramat Can, ; Ba-Gad, Y., The Yeshiva High ScHo®l:
The Educational Ideal & Reality, Bar Ilan University, R%ﬁat-Can. 1977,

-

A ]
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were npé‘perceived.as stigmatising among Diaspora communities as
,they were, considered inlmany sobiegies'where residential framéworks
serveq primafily&as orphanages 5; institutions for delinquents. ;
This explains, atlleast partially, the absence of stigma\ittached

to residential education in Palestine and later Israel.

B. ° The Residential School in the Pre-State Period~‘

Residential educational settings existed in Palestine from
the beginning of Zionist séttlemeﬁt_in the last decades of tﬁe~19th
Century. For many years most of them engaged in agriéﬁitural |
training. The first modern agricultural settlement in Palestine-
"was the Mikve Israel residentialxschool which wa%‘establishediln
1870. , - | o o®
‘o During the period between the end of the First World War and
| the egtablishment of the Staté of Israel in 1948, the residential
schools ‘served three groups of recruits. 3
First, they served as secondary schools®for the children of
Jewish rural settlers and children of members and supporters of
Zionis;~1aborwparties in the qéwnsq In the absence of central
state Qrganizations during‘fhe British mandate, the main political
’parties tended to maintain thgir ‘own service networks, including

L}
school systems. .

The political Ieéderéhip, which established most of the Jewish
agricultural settlements in the country, did not until the, rise of

i

b

14
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°

-l L o
the' State set «up many secondary schools in towns, and encouraged

- ] - \S M
its primary school leavers. to continue their education in rural

“and agricultural settings such as”the agricultural school or the

kibbutz. This, apparently, was one of the ways not only to

create cadres to replenish the agricultural settlements, but also X

‘to supervise and perpecuage'gfoups\of political elite.*

- 'While the formal system of the agriculturai school dealt
primarily w&th\agriculgural training and broad humanistic'education,
leaders of- the youth movements worked, usually with"the‘support of

the school management, to lead the pupils towards the objectives of

the youth movements. These objectives were, firstly the setting

)

up of new agricultural settiements, genérally kibbutéim, and als,gw

participating in the armed forces of the Jéwish defense and under-

ground organizationsol; ‘ ‘_t ' e T

“l

4
N

11 o4 the relations between.the agricultural schools and the youth
movements see, for example, Lehmann, Z., "On political education
and the attitude of.our institution-to the youth movement", 1936,
in: Yekl, A., (ed.), Vision and Fulfillment: Dr. Z Lehmann's
-Talks and Lectuires, Tel-Aviv, 196Z, pp: 89-90. For descriptions
‘on .the role of pupils in agricultural schools in the defense
iorganizations, see: Slutsky, Y., History of the Haganah, vol. 2,
part 1,.Tel-Aviv, 1963, p. 283 and p. 64%4; Meimon, A., Ayanoth, .

» ‘Jerysalem. 1956, p. 64; Shapira, Y., "Education toward defence', in:
ShapitzﬁpY,,‘de,); Education and Settling, 1966, pp. 219-225. The
elitist “trends of the agricultural schools and their cooperation with
the'ZionikggLabor parties are perhaps reflected in the fact that a
considersble number of the givernment ministers and the army's chiefs”.
of staff Who were born or educated in Israel are graduates of the '
residential agricultural schools in the 1930's and 1940's. For
example ' Yitzhak Rdbin, former prime minister, and the late Yigai
Alon former:. foreign secretary, are graduates of the ,Kadooree agri- )
‘cultural st¢hool.- Labour Party leader Shimon Peres is a graduate
of the Ben Shemen youth village. -

r

&




! . , . .
." " In the pre-State period the residentiai agricultura% school's~
function as an institution preparing an elite for its rolés indicates
the similarity of its allocative and integrative'functions to those
of the Briti%h Public gchool. Like the Public School the agricul-
" tural school did not aim to alienate its pupils from their original
-environment in the .manner of total institutions, but rather to train
them in the role system,characteristic of the status they would
acquire as adults bp virtue of wsocial faotors. And like the public
school, the Zole system they learned in the agricultural‘schools was
‘“not pexceived in isolated units (agricultural skills), but as a
'. certain ."life-style", a\totality of attitudes, norms and value
[ ) orientations characteristic of their.social group, such as Zionist
, . settlement and_"defense"° A -~ |
ht Second, the agricultural schools also served as frameworks

N b

for the training of Jewish youth from central and eastern Europe
who camegto Palestine, singly and in groups, for the dual purpose
of "emigratfng to the Jewish country' and 'creating a revblution
. in the traditional pattern of 1ifehof the Jews', .

While the role of the residential agricultural school with.
regard to the indigenous children was support and acceleration
of socialization processes toward the status group to whieh,they.
belonged‘by virtue of ascriptive factors, its role with regard to
the iunigrant youth bore the character of resocialization, that is,

an attempt to bring about a change in the original socialization

.




¥

~

N

pattern of the youngster‘aé a Jewish child in a European urban

B

- P
community However, in the documentation on the integration of

these two groups in the common tesidential framework there is almost
no mention of special difficultiés in conmection with the shared
education of the two groups, or of particular friction between_
them', Possibly the presocialization processes of the foreign-born
children in the framework of Hachshara settlements and the youth
movements in Europe, and their a priori commitment to the Zionist‘

and pioneering ideolagy: facilitated the convergence of the two

-

v

groupsg
‘ : Third, sbme of the residential agricultural schools operated
both for indigenous and immigrant children who tame to the country
voluntarily, but first,and foremost for children of peripheral or
distressed groups. These agricultural schools, although they -~
tended)to adopt curricula similar to schools which took in fewer

such qhildren, were sometimes referred to as youth villages° This

name reflected the adoption, at least on the stated level, of an

ideology which regarded the child's well-being as an orientation
guiding the school's educational goals. lt appears that-the youth

villages of which-the largest and best-kn was Ben ‘Shemenl2

»

tended more to concentrate on socializing their pupils for membership

— - —

12 On the Ben Shemen youth,yillage, see: Bentwich, N., Ben Shemen:

A Children's Village in Israel, Jerusalem, 1960 (?); VekI, A, (ed.), b
op. cit. - 196Z; Kerem, D,, The First'Children and Youth Village

in Palestine, Tel-Aviv. 1974*

3
/
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in wide main\tream groups of the Jewish society in the pre- State

L4

'period than, for participation in the narrower political elite

4

‘group of agricultural settlers. Thus the staffs of those' agricultural

residential schools known as_youth villages emphasized the integrative

function more, and the ‘allocative .function: less. than their colleagues
N

-

in other agricultural schools.

~ The ipclusion in the residential frameworé of pupils from

‘_\three groups: local-born, voluntary immigrants and membefs of

distressed‘groups, occasionally led to conflicts, which may be
partly explained against the background of cultural difference,
particularly between indigenous children and refugees° However
the impression is that, with a few exceptions, ‘these were mild and
passing conflictso‘. o

Young people who caused.serious conflicts were placed in a
special custodial setting called "Kfar Avoda" or QOrk Village° This
setting was ‘run by the governmental Welfare and Probation Department,

It.was'established;in 1938 and it catered for 90 individuals,

y
L

.

C. The Kibbutz Residential Framework in the Pre-State Period

~ . . . -~
. The Israeli kibbuCZ movement partieularly the kibbutzim in

the left-wing group, "Hashomer Hatzair", had experience of setting

up residential frameworks for youth from 1931 onwards° Residential

frameworks were offered to three types of adolescents (1) the

children -of members of "Hashomer Hatzair" Kibbutzim, (2) urban

children, and (3) impigrant and refugee children. . .

~l8 . " Lo 7./k
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(1) Residential schools\for children of members of "Hashomer
Hatzair" kibbutzim: ' "the educational institutions" -

Lo During the early thirties there was a growing tendency in
kibbutzim of the- "Hashomer Hatzair' movement to educate the members'
children in a framework separate from the kii)butz° This residentiai
framework was called "the educatfonal institution". ’There were
some educators who wished to'set\up a youth viilage for all the ~
phildren of "Hashomer Hatzair" kibbutz members in an "extra- .
territorial' place, tnatfis; far away from any kibbutz, following
the apnroach of*Gustav Winiken, one of the initiators'of‘;Pe~youth

13 Others saw in the 1inkiné of the educational

village in Europe.
institution to one of the kibBﬁtzim "a guarantee of its satisfactory
development and assurance of the movement's influence over it". 14

’ . . ” *

‘\\ (2) Urban children in the kibbutg
Many kibbutzim tended to take in urban children individually

Al

and, less frequently, in whole groups, These.children came from

families with progressive outlooks regarding theéir chiidren's
reducation, or with an ideological attachment to the kiBbutg or a

family relationship with kibbutz members, or from broken families.

During and after the Second World War several kibbutzim' tried taking :_

in small groups of youth from the poor areas of the big towns .
’ “dn

—
-

J

13 Porat, R,, Education in’ Collective Communities and in Kibbutzim
' Tel-Aviv 1977,

« 14 Golam, S., Collective Education, TeL-Aviv, 1977, p. 334,
RS . - .

.
.

'K

-

\ N




- 12 -
. ; . g
IR ,ig;most cases the. town children were absorbed by the youth

group of the kibbutz, by the kibbutz itself or by the educational
' .

institution attached to the kibbutz, 1’ ,
B ° N e ép
. . R t )
4 . v >

3
¢ - - A N 1

(3) - Immigrant and refugee children T : o

3

From 1934 onwards the kibbutzim started\taking in young boys
‘and girls aged 14-19 who‘came to the country'in organized groups
of yougg immigrants. These youths came primarily from central
Europe mainly Germatiy.  Their motives for immigrating to Israel
" were the wish to make a change in the pattern of their liVes and IR
‘ the fear of antisemitic persecution.,L6 On the one hahd these youths,

some of them were organized in Zionist youth movements, were im--

fluenced by the terman'youth movement, which taught them to rebel

against the adult world.and change their way of life,k7 The members

of the Zionist youth movements in Germany wished to realiée;per- - ]

sonally the Zionist,ideal'and establish a new society rejecting the

-
-~

15 The integration of town and kibbutz children is discussed in various
papers in Hazan, B. & Rabin, A.I., (eds.), Collective Education in
the . Kibbutz, New York, 1973, v

1

M \
16 The motives which led to ‘the organizing of the groups and the ways
_groups were organized are discussed in the book by the founder, of
.the Youth Aliyah projeéct: Frier, R., Let the Children Come: 'hé"*_—_"f
‘Early Story of Youth Aliyah, London 1961; see also:' Bentwich, N.
Jewish Youth Comes Home: the Story of Youth Aliyah 1933- 1943
Tondon, . 1944, .. "

A7 on the German youth movement and its influence on.Jewish youth,' see:
Barzel, H# The Youth-Movement: Its Development within Different

Countries and in Israel, ‘Tel-Aviv 1963 - .
\




\

;bourgeois" life-style of cenfral '—EuropeanﬁJewr}Z° On the other

hand, their regular studies and. their career prdgpeéts were dig- -

rupted-wiéh qhé Naé%ﬂ?ise'to power &ddothfb spurred them on.to make
, aﬁcﬁahge‘in‘pheif way of.iifé outside Europe in the_heyntr;'of the

qus,ls :The'imm;gration to falestine and tﬁe~placement‘in kibbaqzim
‘ were égéanized by tpe Youﬁh'Aiiyah projeet, wﬁich fiﬁancé&;part
of’tﬁé Ward;' upkeep in the‘kibﬁhtzim, and wh;se.agent§,also supef: t
" vised the integratioﬁ and education prpcesé of the young,peoplé;

¢

in the kibbutz. . . -

-

The name given to the youthqgwﬁo came from abroad in"d}ghnizedzii\\ .

- groups was_''Hevrat Noar" or the youth gpdup.}g' TQS‘youth gf;uﬁ

geherally included only those who came. from abroad. - Even when the “,
kibbutz members had children of the same age as the youth group

- . . ~ ) el N o
" éhildren, or when they also admitted native-born children of the

-

same, age, the kibbutzim did not tend to educéce_theﬁ‘togethef[yith
‘members of the ybuth’group} in gther wofds, to housg them in cﬁé

same quarters or gi@g th&g\fﬁarea lessons or appoint shared teachers

L
¥

‘an&-instructors,_
s ‘ - ' -

;R

. 18 Frier, R., The Story of Youth'Aliyah;'1961, pp. 9-17,

——————1274ﬁé most comprehensive work on the '"youth group" of the kibbutz
. is that of the'youth leader of the first group which came to /(
Israel in' 1934, Reinhold, Ch. (Rinott). See his Hebrew book:
Reinhold, Ch., Youth Builds its Home: Youth Alivyah as an
Educational Movement, Tel-Aviv, I . For .an Englis gest -
of-a part of this book, seex Rinott, Ch., "Dynamics of Youth
Aliyah groyps", in: Wolins, M. & Gottesmann, M., (eds.), Grou

Care: An‘Israeli Apprpach, New York and London, 1971, pp. -70' ¢
o -« - ¥

v

*
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‘war., , N ‘ *

During the" Second World War the number of éonflict§/thween'
the youth and the kibbutz increased explained generally by the

trauma of the destruction of the parents home and the fears of'
20 S . - , S

e

o - - . »
o

While the youth group instructors encouraged processes of

@ - ¢ e

-internal social cohesion in the youth ‘group, pafticularly by means'

of establishing self-goyerning bodies the youbhs had more and more,

*.
social contact with the kibbutz members thrqugh working together

in' the various production and service sub- systems of the kibbutz

2~

and through shared guard duty and cultural_and rec$Eational activity.

"The collective ideology sometimes found expression infthe kibbutz

members encouraging attitudes to visits - often not prearranged -

by the youth group members to their small apartmentsﬁ \Sometimes
these visits by one individual or another with 'ong-of the families

developed into a kind 'of informal fostering}éelatidnshigog‘One of

: the elements which most distinguished between the agriculgural .

< .

school and youth village residential framework and“that of - the

kibUﬁtz youth group lay in the adolescents' relationship with the

~

,

surrounding community° While the residential agricultural school

was based on a large degree of separation of the pupils from the -

c\ ’,
- ’

S -
20 See, for example, Pinchus, Ch,, 'thle other children played"
in: Come From the Four Winds, New York, 1970, pp '69~-89.. .

.,
~
- L4

‘o

- 21 Reinhold, op- eit., 1953, pp. 59-87.

- H
- . bl .
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——————-guzrounding—commnnity,‘the“kibbutz—youthrgroup~was*baged'on*a~high*M*
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degree .of 'integration with the community life, including attempts
. to encourage relationships similar to primary family ref%tionships
between the adolescents and the adult members Gf the kibbutz ¢

The pupils' mornings were generally devoted to work and the

afternoons to study, 22 The work was regarded -as a’ central value

in the’educatiqn ofxtheqyputh group and in the value system Q§ the.
kibbutz members tﬁemselves The degree of success in work sub-
.stantiﬁlly determined the individual adolescent's popularity and

status, both in his group and in the»general kibbutz community.

B (
Many youths claimed that work was the cetftral aspect of their lives

and they preferred to work also in the afternoon hours which wefe
set aside for. gtudy .23 ' . L
™ The curricu%um was. chatacterized by classical and universal
subject matter designed primarily. for "character forming", imparting
. of "superior" Values and knowledge patterns, for acculturation
:_in the sens€ of transmitting the heritage and the cultural values .
of the "movement' and the kibbutz t the pupils rather tharn
X giving them practical or "pragmatic" vocational training lhis
’, approach was aimed, apparently, to prepare the pupils for the
_status, group, for membership among the-'"settlers'" in the kibbutz,
K rather than training\ghem for speeific roles whichfcould be applied
5 — J

* also in social contexts outside the kibbutz framework.

"

22 Reinhold ibid, p. 74,
23 Reinhold ibid, p. 77.
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<“ The objectives the kibbutzim set for the fouth group appear
\

to be reflected in the role of the chief instructor the kibbutz ,
¢ -
- placed at the disposal of the youth group. This instructor who

e

was called the madrich»<served both as the main teacher.and as : ’
the cent;fl socialization agent of the kibbutz with,regard to the
youth group. and the link betweenhthe adults and the youth The
h_degree of different/ation in the role of the madrich was very §mall
Although most of them were educated generally in .the classics

and humanities, they were not as a rule professiona1 teachers, nor

"did they have much formal education in most of the subjects they
. "" .

taught .24 : - ’ T -
. : The madrieh wag appointed to this role by the kibbutz :5
generalnmeeting and subjecu to’the prinziplejof rotation} which -
i was then often praetided in all branches bf.the kibbutz. The . s
y madrich remained with one, two or sometiﬁes three youth groups‘for
the two years of their education ‘in the kibbutz. His cen;ral/task .: i

was to prepare the pupils for settling on the land by moulding them -

-~ -~

" into- a pioneering group of an elitist nature, like tHat of the
general kibbutz society In order to perform, this task the kibbutz
- expected the madrich to fulfil® also an integrative -function: the

u screngchening of group solidartty“and*eonsolidationﬁbf its values 22 *’.ff*

g
- ‘ v

1 " -

24 See, for example, Pessach, Y., "What is th madrich'required to
«Wo?", in: Habas; B., (ed.), op, cit,, 1941, pp. 276 278, -

”

- 25 Shlasﬁy, S., Changes in the Role of the Madrich Haifa Technion :
1975, pp. 10-IT = . .4 , )
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- D.. Residential Education after the Establishnient of the State

. \
.
a . L4
-

The changes that occurred in the Jewish education system,
'1.particu1ariy its secondary stages, fro !the pre-State period ta
" the period following the State s estab?ishment in 1948 may be

described as a gryadual transition fnom a system designed primarily %
for groups connected with political elites, having the principal
function of hrinéing new members into this'status group, into an
.educatfﬁpal dystem designed for all the children in the population,
‘whose_principal task was to prepare them for .the diverse roles 3i
characteristic of members of various status groups. In 1951 the |
" State Education Law was passed, thus hastening the _process of
transition to populist-education, This law abolished~the "stnﬁamsf
- in'education which nere political-ideological streams, and modified“
to a large extentOthe re1ationship ‘between the educational process o
-and recruitment to status groups. 26 , . ‘
V ‘The transition precess from elitist to populisgt education was
evident also in residential education. The mass'immigration led
B to -the flourishihg of residential educa.tiﬁn° The executive of'the
Jewish Agency, theibody déaling among othér things.hith the organi-

zation of immigration and the absorption of immigrants, accepted

W ° .
v o

—"*‘therprogram”ofrthe*1eaders*of*its*Youth“Aiiyah*Department"to*offerz

~

education i residential frameworks to a11 the” pre- adolescent and

-
r

N . ’ . . v d

, 26 This problem of transition from "stream to state education in
the "Israeli scene is discussed in Klejnberger, op. cit., 1969,
pp. 275-307 and in Lamm, Z., op. cit ¥ 1973.
d‘
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adolescent children of the immigrant families. The outhJAli&ah o

Department which had had experience in educating chil¥y en‘from‘;
’
abroad in residential frameworks since’i934 regarded the residenfial

\
framework as an instrument for‘hastening the processes of assimila-

L}

° r '\
tion and integration which were considered.essential, such as . ., '
o
learning Hebrew and getting to know the culture of‘the indigehous
Israelis. The residential school, situated at a distance flom the

parents home and the immigrant neighbourhood, was considered more' _
& ¥

effective in helping the’ integration ﬂ%ocesses'%han the neighbour- ,
hood-échool which was offen an isolated Israeli island in an ’ A]-‘l

area dominated by the language and culture of ‘the immigrants A
,previous country. 27 ; _ : - ‘ B
“',fwﬁﬁn ‘the absorption capacity of new youth groups in the hib; .
abutzim_and the existing residential schools was exhausted, the’ }

Youth Atiyah—%eaders encouraged politichl organizations and women's

organizations to _establish new residential schools combining)the

organizational framework of the traditional agricultural schools y i
and the educational objectives of the_kibbut@,yoﬁih grQup°28. ;
) ) ) = ' t Ve . -
\ i

27 Kol M., .Youth Aliyah, Jerusalem, 1957, pp. 36-43."

. A
28 Kol, Q? "individuals and groups in institutional care', in: ~ - -
Ways of Education and Rehabilitation, Tel-Aviv, 1964, pp, 59 64, «; .
e ‘ . o ‘ . ’
; “ N ’ .
S 4 - * . - -'-
t 4+ -~ ,
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From their beginning. until about the end of the 1950's the
new residential schools adopted,the bureaucratic structure and
-- —-the ﬁormal division-into sub-systems of the traditional agricultural

'A

school ; and from the kibbutz youth group they took the attitude

to work and social life as educational factors of equal importance ,'
to theoretical studies, arid the preference for "classic" and
"superior"‘subjec§ matter over the ''pragmatic' and "inferior'.
Also, some og/tgese schools tried,’partiénlarly‘ in their early

' years, to u;b madrichim in the same way aelthey worked in the
kibbutzim; that: is, as teachers, youth leaders and central’sociali-

v

‘zation agents,29 <

. However, during the l9§0's‘and 1970's the residential schoolss -~
in Israel - those estaolished both before and‘after 1948 - underwent
processes of change which responded to or reflected, at least
partly, the: changes taking place in the. general social system they
served and the chagrcter of their pupil population, . .

It should be noted that since the emergence of the State of

°  lsrael there ‘has also been some development of special residential

facilities for gocial '"deviants". In the 1950's some 10 settings
’ were eptabliehed for juvenile delinquents. In 1958 there were about
20“settings'£or physically and[or mentally handicapped children,
" and no settings for "enotioﬁally distirbed" ones. There was a

{ . . , ,
considerably successful attempt to run and to maintain these settings

LY

according to the models of the mainstream settings., . -

Y ¢ a

- .

e

Vd %
: 29 Yesodot 8 Symposium,."Patterns in~the organization of residential
e schools". Yesodot 12 1972 PP = 20

- [

] C . '. s 27‘-
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THE WIDER SOCIAL CONTEXT

§ g o

The Israeli residential school aperates in corstant intéraction
with four types of social organizat%qnsz‘Vneighbouring communities,
the pupils' commhniéies of origin, the organizations that own the.
.Bchools and placemeqt and supervisory organizations. In the course
of this interaction, as will be shown below, these organizations )
contribute in various ways to the residential school's social

definition, to the social processes océuriing there and to the
_definition ofi;lfg’goals°

A. The Neighbouring Community . -
: - = |
(1) The Kibbutz ° ) ~

-

- Most of the residential schools in Israel were established
in‘ru;aliareas as inqependent unitg with regard to local govern-
ment. However, while most of the agricuitural residential schoolé
set up iqithe pf;fStape period had no special aggachment to the
neighbouring communities,-a considerable number of the residential

- . 'Re N
schools th%% were set up after 1948 were established in geographical

w .
proximity and political and organizational affiliation to some
kiybutz. @
The link between the kibbutz and the residential school may
. A . .
be explained primarily against the background of the special ‘role
" of the kibbutz in'absorbing immigrant children in the 1930's and

1940's. The kibbutz movements, ‘'who'‘tended to take into their

28 -

S
gL

te

.
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kibfutzim-many of the children who réached’Israel during this
=period were not capable of absorbing into the kibbutz framewcrks
the large numbers of children who arrived in the mass immigration
of the 1940's and'1950's,  This was particularly so in the
movements whieK did\not have many kibbutzim = y

With the help of the Youth Aliyah organization and with the
initiative and leadership of some political movements some of the
kibbutzim began .to establish residential schoolsQnear the kibbutzc°
These schools, particularly in the early fifcies, functioned largely

lMke tHe youth groups whfch*the neighbouring. kibbutz members often .

‘acted as directors of theé §outh villages, ashmadrichim-teachers

and housemothers, while the pupils trained and worked in the °
agricultural branches of the kibbutz,30 ’ ,

The relationships between the residential schools and the

Lneighbouring kibbutzim gradually began to weaken after the mid-

fifties, This was'expressed for example in the almost total .
absence of members of the neighbouring kibbutz on the staff of the
residential school and in the fact that the schools no longer trained
the pupils in agricultural work on the neighbouring kibbutz but

exclusively:on their own'’ farms,31 . - , ‘ . ¢

. 30 0on the“relationships between ‘kibbutz members,and pupils in the ' ~T

neighbouring residential school, see,  for example: - Super, S7A.
Alonei Yitzhak: A Youth Village in Israel Jerusalem, pp. 84- 85
° Kol, M., op. cit., 1957, pp. 54-68,

31 On the weakening.o6f relationships between kibbutzim and neigh-
bouring residential schools, see: Hason, A., "A variety of ° )
pedagqgical tongues", Yesodot 1, 1966, pp. 6- 8 ~ ¢

4

<
T u

29

B2 . - %
-~ '
e - . -




(2) The Town

- Some of the residential schools,.particularly those which
were established before the State, were set up in an environment "
which was originally rural and in thefcourse of the last thirty

years underwent intensiue—urbanization processes.
‘ These schools sometimes maintain quite variegated interaction
_ with the townships or - the suburbs of fairly large 'towns ‘which have
. - grown up near them. This interaction hasg two main/expressions.
turning the residential school into part of the. drban school system
and integrating town residents in the residential school staff. «
’ In the course of their development from small agricultural
settléhents to townships their needs for educational services
¥ncreased. = These communities established 8-year primary séhools
A ~  from the beginning and tended ta sendjthe few 14-18 year-olds ‘am g
the ,schoel-leavers who wanted to go on studying to secondaty
schools in older-established neighbouéing towns or suburbs, However,
as early as the late fifties, the ;esidential schools in the ea
. took in some of these youths as day pupils, although the day pupils
in those years amounted to no more than 107% of the residential school
pupils, . ‘ ~

In the course of the sixties most of the townships and suburbs

set up community secondary schools, which began to accomodate most
A}

. of”Fhe pupils of appropriate age. However, the neighbouring residen-

tial schools continued to take in sOme of the local children as N
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day nupils,, In a few cases the residential schools became an

igtegral part of the<*school system in the area and began to

6nerate as one of the secondaryifehools in a large town or as a

residential school which was also the only secondary school in

the locality. 1In these iatter eases the number ef'day pupils from

the townships sometimes exceeded the number_of residential'pupils.32
. It may ‘be aesumed that where a high percentage of day pupils

entered{the residential school “this had a noticeable influence on

the youth ‘culture and on the structure of the informal peer group

_system, but this has not yet been investigated. However, Smilansky

and Nevo who studied patterns of integration of children from

residential settings attending day schools together with local child--
- ren, found that a considerable number of the children from the
residential getting acquired a sociometric status equal to that

of the local children,33

S / \ | .
Since the early seventies most ¢f the residential school

B. The Pupils' Community of Origin

" pupils’ in Israel .have not been children of new immigrants; théy

are children whése parents came to Israel three years, or generally

[ 4

32 Kashti Y,,Q"The vocational institution of Magdiel a portrait of
a youth village-in a process of change", Yesodot 7-8, 1970, pp. 32-43.

33 Smilansky, M. & Nevo,  D., The Gifted Disadvantaged: A Ten Year
Longitudinal Studz;of Compensatory Educatlion in “Israel, New York
and London, 1979,

LY
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. ' _ ,
moré before the child entered the residential school. . Most of.
the families live in the development townships which were builet . = = .

in Isf%il after 1948 or in poor districts of the large towns.3%

|
|
‘
—_____Most of the pupils enter the residential schools_after comp- i 4
leting the eight-year primary school or the six-year primary school,'
which was designed in recent xears as a first stag% of the school
system in the fragework of th:\EEform Plan for the Israeli school
structure° nge 15% of the pupils are admitted on completion of
the three-year Middle School set up byithe Reform Plan, namely after

i

nine years of schooling,3>

" ‘In the framework of the Reform P an six-year '~ @omprehensive

schools which included the three-year Middle School and the three- .°
year Uppér School, wer.e'established° Many of these were obpened
in small development townships%and in. poor areas of big towns.:
In these communities the comprehensive schools were designed to
take in the majority of the gix-year rimary school graduates.
_ The local education authorities end to use the residential
[ school, among other \things, as an at empt‘to ensure the continued
education of youths who have )dropped out, particularly from the
Middle School or who are assessed as likely to drop out of the comp-

rehensive school system before the age of 16, which 1s the upper age

| limit of compulsory education in Israel
. . v

L }

34 For a didcussion of the pupils’ socio-economic background,'see

. Chapter Four\below. See also, Adiel, S., '"The education of deprived
L v youth in Isrdel and in Youth Aliyah policies and strategies",

S Youth*Aliyah Bulletin November, 1978, pp 1:2-19.

35 Source: Screening and Placement Department ‘of .Youth Aliyah
Internfl Report, 1979,

a
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At the same time.the 1ocaI‘education authorities, and parti-
w'cularly‘the cqmprehensive school managements;'try to hold on to
the Middle and Upper School pupils with the highest scholastic
achievements of whom thkre are very few in phe poor townships i
and city slums as compared with the more established areas of ’
Israeli society ) : ' -

However, the residehtial schools sometimes constitute a focus
of attraction precisely for the morersuccessful pupils in the poor
areas, apparently for'two‘reasons: first, some of thg residennial-

\ I
-schools offer prestigious vocational courses which are not offered’

by the local comprehensive school; second, some of the residential:

schools admit also middle-class youth, either as residential or
’ day pupils and apparently the contact with them is perceived'by '
the pupils and their parents "as providing 'a route for social mobilityb
This state of affairs lea%s to an' ambivalent attitude on the |
. part of some, of the officials in the education authorities and in

-

the comprehensive school managements in the pupils original '
’
community with regard to the residential schools and the placement

authorities .connected with them° On one hand the residential
- 'schools help them to absorb actual and potential drop-oués and
reduce the need to introduce new low-level classes and educational

frameworhs,\ On the other~hand, the residential schools and.the

Y
t
” .
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". of the 20% of the pupils who are not placed directly in'cthe school

%

~

3

Education indirectly performé placemeqt'func:ionS'fbr about half

-

T fﬁ'wﬁ—‘——-
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placemeht authorities are perceived as rival settings competing

for the small grodpgﬁgf high achievers,36’

. v
L . . 'Y
, cr—t

C.'égPlhcement and Supervision Agencies

Y

L4

Some 75 to 80% of thé reéidentigl school pdpi}s are referred”
by placement agencies. These ééencies are‘Youth Aliyah, the local o
welfare Bdreaus of the Ministry of Labour‘and Social Welfare,
the Society for ‘the Advancement of Educat;on of Gifted Adolescents
of Disadvantaged Backéround, affiliated to the Minéstry of‘ﬁducation,
and the Project ﬁpr Training Jewish Children, connected with the
Education Ministry. Thesé placement agencieé also pay‘for the up-
kéep of the children plaggd by éhem, and they maintain a supervision
netwoik over‘thé‘restdential schools to thcﬁ they send‘pupils:

The ddpartment for agricultural settlement of the Ministry of

—~ -

/ .

N4 . - - LY

by the placement agenc;ies°
" ,
. s

. N

36 The reserved attitude of local authorities towards educating thq¥k

higher achievers in residential settings is reflected, for example
in the two following cases: (1) The "Education Forum" of the Or
Yehuda Local Council-decided in 1976 to.''reexamine the existing ]
policy of sending away gifted children,from the town to national

or neighbouring institutions'. Re: Kashti, Y. & Arieli, M. (eds.),
The Supportive System: An Experiment in Developing Community.
Eaubation Systems, lel-Aviv Unlversity, 19/8, p. L36. (2) U%ring -
I977-78 the Local Authroity of the tdwnship of Hatzor stopped

the activities of Youth Aliyah screening and placement officials

in ‘the town because-they were recruiting relatively achieving -
children to residential schools outside town. Source: corres-
poggegce between the Hatzor Local Authority and ‘Youth Aliyah's
Executive, Youth Aliyah Archives, 1977-1978,

17

-
r .
.
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. elitist group. . ‘

- integration for their adolescent sons or daughters (learning the

(1) Youth Aliyah - L . e

~

YoutK Aliyah is the largest organization in Israel for
placement in residential schools. It was founded in 1934, during\
the British Mandate in Palestine, as a Zionist organization whose

‘aim was to organize "groups of Jewish youth from ‘central EurOpe Rt

for the purpose of immigrating to Israel without their families.

The founders of the organization brought most of ‘these youths to

" kibbut®im with the aim of changing the "bourgeois"oJewish pattern

of their lives and turning them intojmembers of the'pioneening

L3 - *
. v

\ . ..

In the course of time, &and particularly after the establish-
ment of the State of Israel, Youth Aliyah bécame a plagement agency
for the 13-18 year-atdhfﬁmong the new immigrants who agreed or

lasked to attend residential schools, In the ldte forties, the -
fifties and' most’ of .the sixties Youth Aliyah presented as its ‘:,
central aim the placement of children from immigrant families in

'

~residential frameworks° Placement in:these frameworks was re-

Hebrew languag quickly, getting to know the Israeli culture),

Nevertheless until the end of the 'sixties Youth Aliyah did not
_givé’up. at least on the stated level its intention of providing

=for its wards something of a pioneering education, From the early

seventies particularly following the sharp deckine in the annual

d b »
v L} i

7
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commended to he parengts first and foremost as a means of intensive

3
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number of immigrants to Israel and thus in the number of candidates
for admittance by Youth Aliyah, the organization begaﬁ to take

in Israeli youth who were defined as‘suffering from educational,

o-—
_/ /

social or financial distress° . A . ‘ <

¥

Youth Aliyah is connected with almogﬁ‘all the -residential
o _schools in Israel, and with some 100 kibbutz youth groups. It
‘ sends its candiddtes to these ' ftameworks after a process of assess-
ment and selection. Youth Aliyah is'a’ department of lhe Jewish ;
Agency, from which it obtains most of its financial resources°
- The numéir o£ Youth Aliyah pupils iy residential schools ranges
between 107 and 95%° In 75% of the residential schools with a_popu-

lation of more than 250 pupils the proportibn of Youth Alfyah wards
! LN

e

) reaches 70% or more. ¥ .. o -

' " Youth Aliyah uses teams of professionals in education and,
%’”—fﬂ' behavio ral sciences, who specialize in ‘the, various aséects of

] educaéi:n and care of children° The services of these teams are

offered to all the residential schools which admit»children(teferred
P . by Youth Aliydh. - These services include among‘other things, teams
who deal with curriculum development and compensatory programs._ A'ﬂ“ff
Some of .these teams deal with both the development of programsdfor N
the cognitiﬁe and affective enrichment of thbe dis vantaged pupils )
.in the residential schools, and the training of t achers and child
care woxkers in the applicatiOn of “the programs.in their schools. ..’:
Other |teams deal concurrently with th eVelopmentﬁand distrigution',

of programs designed to introduce the immigfant children to:Israeli

e

o ‘ ".4/ ' ' ' :
‘ . N . M >
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culture. ‘Also, %Outh Aliyah maintains teams of psychologists and
social workers who provide consultative sefvices to the teaching

staff and child care workers in the schools, supervision to the
A '
teachers and educational counsellors and psychotherapeutic treatment-

-

~r£° the '‘pupils diagnosed ,as needing long-term therapy. The central

agents of Youth Aliyah in the residential schools are the educational (

. /
supervisors,

it appears that Ege control that Youth Aliyah exerts overy,

~

‘the residential schools is & result not of iegal prescription Bgt
of the schools' dependence on YqhtH Aliyaﬂ~in three areas: the .
supply of pubils and the finan?e of their upkeep, the acquisition
of gréhfé and 1oan§,for devglqpment, and the supply of brofessiongl
.services in edubatigé:énd care.37 - . | )

9 S,

v . . . K .
(2) The Welfare Department of the Ministry of Labor and Social
Welfare - .
/ ST

‘

* Thé"Welfare Department of the Ministry of Labor and Social

ngfare maintains a network of treatment and rehabilitation residen- .
W £

:tial frameworks for retarded, mafadjﬁsted and distrﬁbed children,
. o -

as well as institutions for juvenile delinquents.. In addition,
# ..
?7 On Youth Aliyah during the pre-State period (1932-1948), see:
"~ .Freler,-R., op. cit., 1961; Bentwich, N., op. cit., 1944; Kol,
M,,.0p..cit., 1957, On Youth Aliyah during the 1950's .and
- 196078, 'see: Carlebach, J., The Future of Youth Aliyah, London,

1968; Arieli, M., "The residentlal treatment centers of Youth
o Aliyah, Forum for Residential Therapy, 2, 4, 1972, pp. 331-342;

\  Gottesman, M., The Caré of the Disadvantaged Child in Israel,
.* - Londoni¥1977; AdleImS.; op. cits, 19/8, and Youth Allyah, The
* Organization and Its AffiIEateH Residential Settings, Jerusalem,
r", °°19.78,._ . * 3 7 ’
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-;hrougﬂ the local welfére'ﬁureaus which function inkmost of the
urban districts in;{srael, the'depiftment serves as a placement
. authority for rqsi&ential gch;ogls° ‘ _ : g
The welfare bureaus refer to the residential schools the

5children of par;d{; who apply to them, éenerally ‘on their own
initiétive, as part of an intervention program for distressed
families (financial hardship, death or sickness of one of the parents,
divorée of the parents), Send?ng Qhe c;ild to the residéntial
school is geneyaliy;pérceived as part of the comprehensive treat-
m;nt of the family and not iérély as an edéggtional solution for
' the individualJchild who has difficultieé at school. However,t
many:of the children who are sent to the fesidéntial schools by
the Welfare Depfrtmeﬂt because of family distress could just ;s
well have been referred by Youth.Aliyah because of educgtioﬁal
distress. '

(3) The Society for the Educational Advancement of Gifted
Children from Lisadvantaged Background

-~

' The Society: which operates in the ﬁ;émeyork of théAMinyftty
of Education, started as an experiment conducted in the sixties.

.to bring about the social integration of gifted~adolescénts of
disa&vantaged backéround with éhildren'from ;he social ‘arid economic

mainstream in Israel. The experiment was based on the establishment

rd

of residential settings for children of'disad;ZSQaged background ~_,
B - ~ “ B L

P
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alongside prestigious secondary schools, and the full integra;ion
of disadvantaged and the mainstream children in thé'classrooms}
Following this experiment the Ministry of Education, through the
Society for Educational Advancement, continues to send primary
school lea;ers with a relatively high level of achievement from
distregsed areas to residential schools whose educaridnal standard
is considered to be relati;ely high. |

4 9

(4) Project for the Trainink of Jewish Children

This project which also functions within the framework of
the Education Ministry, sends children upder the age of 13 with
a backgtound of famdly crisi/,EO small residential schools or

family institutions ("homes").

A . /
| 4 . 4
(3) The Agricultural Education Degartment’of the Minisctry
of Education
The Israeli Ministry of Education operates through regiofial EE

authorities which more‘f;kless independently run most.of the‘

educational services that the Ministry offerse .The Agricultural
Education Department of the Mini8try has authority similar to that

of a regional‘authority. The schogls which the department is designed .1
to servelare prir.arily the agricuitural residential schools through- ’

out the country and some additional residential schools in rural

areas which are not strictly agricultural schools. The department
¢

39 .




maihtaims.a network of supervisors\who see that the official
regulations are enforced‘in the schools within the gépartment‘s
framework, particularly ,as regards hurricula and teaching standards°
Although the department is not a placement agency, it has a
strong influence on the nature” of the population of thegresidential
schools through' the scholarships it gives, generally to youths
Vhose family income is above that‘which entitles- the child to
maintenance by Youth Aliygh, but too low toqenable them to pay'all

-

the costs of the child's maintenance.

~

THE SPECIFIC FACTOR - DISADVANTAGE

4

The residential schools recruit their pupils from specific
social groups with specific needs. The specific character of the
“ pupils and their needs in its tuip affect the social reality and

the goals of the school.

A. Changes in the Social Composition of the Residential “School
'Population’

: ~ X ' A
e During the fifties and until the*mid-sixties the population

" of the residential schools in&luded two groups of pupils: L

(l) immigrants and (2) old-timers,

(1) The Immigrants. This group included pupils who'had comej

“
»

to Israel with their families _after 1948, children who were bern’
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to families who had come té Israel after 1948 and immigrant youths

- - 4
who were hrought by Youth Aliyah without their families. They

_ were a somewhat hetérogeneous group as regards social and ethnic

background, and in some years included children from 40 different

countries, particularly from the Middle East and North Africa,
38

‘Eastern Europe, the. Balkan countries and India. ; ' \y

. (2) ,The O0ld-Timers: This group ‘included youths whose parents

were born in Israel or had arrived before 1948, mostly from Eastern

1]

andNCentrai Europe and ysually before the outbreak of World War II.

L N
.This group consisted of four.sub- -groups: pupils frem rural areas

. who wished to acquire agricultural training for the instrumental

. 38 Kol, op. cit., 1957.

'purpose of maintaining the family farm; pupils from urban and

£

rural areas from the social mainstream who were connected with .

the pioneering youth movements and regarding agricultural training
!
in the residential school as part of the fulfillment of a social

. Jddeal; pupils who were not admitted to urban academic schools because

- [ 2

of low achievements in the_primary school and so chose agricultural,

and therefore residentigl, education as a second option; and pupils

- who chose residential‘education because\of family difficulties

(conf%icts with the parents parentS' divoroe etc.). 39

Thes%“fwo gtoups '- the immigrants ‘and the old- timers - were

3

not £ound in equal proportions in each of the residential schools,

Generally it may”be said \Eat in the mid sixties the number of

)

L 3 . -
- . »
hd R . . ~

.

39 Miron; A, "Restoration of original objectives (in agricultural
eduéation)" - Shapira, Y., (ed, )5 op. cit., 1966, pp. 193-201,
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old-timers exceeded that of the immigrants in the agricultural re-
sidential schools, while_the reverse was the case in the schools

defined as youth villages. ( ;

~

Most of the residential schools were defined as heterogeneous~

with regard to pupils' social background, and as striving to

achieve social integration of the various social and ethnic groups.
* But in a-process which began in the mid-sixties and reached

its peak a few years ago, the heterogeneous pattern.of the pupils“'

social structure changed in most of the residential schools. This

process included three elements:

(a) In the late sixties and early seventies there was a decline
in the rate of immigration in Israe1 In the wake of the decline
in immigration in general there was a drop in the number of E:n-
didates of the first group, the immigrants.-

"(b) The maintenance cost of an individual pupil:in the
residential school rose steeply. As a result of this there was
a gradual decrease in the number of pupils in the residgntial
schools whose education was fully financed by the parents, without
being suppiemented Byrthe’public funds which financed the activities
of the placement agencies. This develo?ment nindered the process

+

of reCruitmentcto.the schobl of candidates from the second groub.

? 'kcj In 1972 Youth Aliyah decided on special prograﬁs for the

absorption of disadvantaged pupils in the residential schools

connected with it. -

S
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In the 1977/78 school year the number of disadvantaged‘pUpils in

ﬁhe Youth Aliyah residential education network reached 90%. 40
Since Youth Aliyah is the central placement agency for residential
schoois, the composition of its candidates affects the composition °
of the school populations. As stated in the introduction, according k.
to an estimate based on partial data on the placement authorities
concerning the ethnic and social background of the pupils referred

by them, it apoears that in 1977/78gi8b% of the pupils in residential
schools were children of parents belonging to disadvantaged social

groups. .

.
et
~

B, The Disadvantaged,and Residential Educgtion

-

L]

In Israel there is no one set definition of the social categorj
"disaduantaged pupils'. However; all the definitions'eeem to
stress ascriptive characteristics, first and foremost‘ the'ethnic
origin - oriental - of those who.'are described as disadvantaged.
The justification for this. emphasis concerns _the correlation between
'the ethnic variable and educational and social achievements in
* Israel, which is often (not always) found to be higher than the
correlation’between other background variables® and educational
,fand:sdcial achievenents This relation is reflected, among other

| things in. the fact that althoygh in recent years peonie pf oriental

origin constitute pover 507 of their age grouﬁs among yoﬂng adults

i

40 source: Youth Aliyah's Statistics_Section°
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in the Jewish population of Israel, their proportion among univer-

sity students 1s less than 20%. Father's education and number of

children in the family have also been. found to be positively

«/

correlated with school achievement, 41
Educationalists in Israel tend to edopt concepts'drewn from
developmental-psychological research both in describihg the R
behaviour of the disadvantaged as this is revealed in research .
observations and in their aetiologica} explanetioo of this behaviour,

Aloﬁgsi&e these descriptions there have recently begun to appear

" in Israel works putting forward the claim that the dioadventeg‘é

‘typical of disadvantaged beheviotr;42

pupils do not bear their failure within them as a characteristic,
but that "df?ldventage" "is created" iﬁ the 1nteraction'between
the teachers and other agents of the eociei context and the pupils

who are expected to behave ;p‘the wey:generelly considered to bo

~

>
o

' e
41 The social and oducationel problems which disadvantaged pupils
. in Israel encounter have been describad by many euthore. pre-
sentative examples are: Smilansky, M, & Smilansky, 8., "Deprivetion~A

and disadvantage: Israel", in: assow A.H. (ed.), Deprivation
and Disadvantage, Hemburﬁ. 1970, PP. 187 - 209 A ler. 1., ‘social
scratification in Israel”, Comparative Eduoet on Review, 18 1974,
pp. 10-23; Adler, Ch. et alr, ster Flan For Nesearch in the

Education of the 'Disadvanta .m'—zmu.
8 _and Their Proe ects of .

, L0LA6 . ; erusalem,
Ere . og.%oit.. 1975; Peres, Y., hnic Roietione -
in Ieree TeloAviv ON dieedv;nteged ed Tescencs in lsrael,

see: ArIeli. M., & jihti Y., *"The disadvantaged. peer group in

the Israeli residential eetting". Jewish Journel_of Sooiogogx >
14, 2, 1977, pp. 145-155; Kashti, M., "nesi ent;el

educetion in Isrzael", in: Payne, C, J and White. K. J.6 (eds.),

\

- Caring for Deprived Childten London, 1979, pp. 180-1 1.

42 See, for exemplez Heein. ., -"The diledventegid ohild as a viotim_gg

lebellin "', Megamot:; 21, 2, 1975, gp. 140-156;. Adar, L., "The cul-
turall epriveax Hefinitione,of the concept', Studiee in Education,
18, 1978, 5«14; Arieli, M., "The meening teacRers impuce to .

, the concept.of dilndvontege" Alim. Summer 1979, pp. 32 3 ]
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' The Israeli education system operates on the assumption

that the danage to the_cognitive,functions and personality patterns
which is commonly thought to enist in the disadvantaged, is rever-
sible and can be corrected.even in adolescence.

. The remedialiprogfams offered by the Isrieli education system
to the disadvantaged may be classified into 6 types: /’(a) development
éf special curricula for the disadvantaged; (b) special didactic
training for teachers dealing with the disadvantaged{_:(c) enrichment
\programs (d) training of parents, particularly mothers, to hring
up their small ch;ldren in a way that prevents or reduces dis-
advantage; (e) change in the social composition oflthe cldss and
\jintegration home rooms, streaming, setting,

etc.); (f) removing the disadvantaged pupils from their environment

and placing them in re31dential schools-. The assumption underlying

- -

this latter program is that avoiding the conflict between the cross-

influences of the two conflicting cultures - the depriv1ng culture

' of the home and neighbourhood and the promoting culture of the

-

school - and expos1ng the disadvantaged over a period of years to .

the daily influence of a setting which operates first and foremost

as an agent-of the culture of - the Bocial centre may help to restore
the functioning and adaptive ability ‘of' the disadvantaged pupil 43

fAs for the disadvantaged adolescents' wish to study in a re-

N v

sidential.schooty this is sometimes explained as a desire to make

-

4.

“’ ’ . o * l
43 Kashti Y., Socidlly Disadvantaged Youth in Residential Education
in Israel The University of Sussex, 19/4; Kashti, Y., The
Disadvantaged Adolescents in Israeli

_—
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a fresh start. Feuerstein™” claims that the residential setting

may make effective use of the escape modality of adaptation, which

is a possible type of response of youths in.early adoleécence'to

the situations of anxiety and instability typical of this stage.

This adaptation 'modality was described by Hartmann as one of three

possibilities of adathtion modalities., The young adofzscent

may respond sﬂ\anxieties resulting from the changes he undergoes

in adolescence by attempting to change the outside world (alloplastic

lorientation), frequently expressed in the tendency for 'acting out'!, -

or by attempting to adapt to the changes occurring both in the ex- .
ternal worlds (autoplastic orientation), an’ ‘attempt involving in-
tensive emotional and cognitive activity Alongside these two
solutions Hartmann described the escape<modality of adaptation

as another possible response to the anxiety resulting from ‘the
internal and external changes in adolescence, This type of response
motivatés the adolescent to leaye the battle field, to leave the

environment where the conflict takes place, and to seek new

%,
- L4
J

horizons.45 ' : ' | ) '
Emotional and cognitive deprivation prevents the disadvantaged
adolescent from adopting thg autoplastic.modality of response.

Two possibilities may be open to him: aggressive‘and manipulative

<@

44 Feuerstein R., "The redevclopment‘bf the socio oulturally dis-

advantaged adolescent in §roup care;', in: Wolins, M, & Gottesmann,
M., op. cit., 1971 PP. 232-245, - *

433The thiree modalities of adaptation are dascribed in: Hartmann,
thc Problcm of Adaptation, New York, 1958,

&
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béhaviour; or abandoning the envirbnment where the conflicts

THE ' INHERENT FACTOR ¢

. and failures occur, his famiiy and local school.

THE STRUCTURE AND THE SYSTEM .

¢ a

The residential 'schools in Israel generally have at least <J

‘140 pupils and 35 full time staff members, the largest of them number,

together with their day pupils some 1256 pupils and about 300 staff.

Most of the residential schools in 1978/9 numbered 200-450 pupils. °

and 50-115 staff.

4

- ’ I

A. Management, Communication, Control ) ' ;

‘that’ .of a day school (hereinafter°

the sub-system which deals with the pupils’ 1iving arangements

rnafterQ the residential social s

" their extra-curricular education énd their soeial education (here-

in recent yeafs,”éhother small s?b-system has been operating: the
. , . ,

individual care sub-system..
The residentril\school a180fcontains a sub-system for maﬁege-
ment and finance. Some of the residential schools, particularly"

the agricultural ones,

v 1/
:
| e !
»

»

also include a sub-system for farm manage-

ment and for'the training.and employment of the pupils in.work '

the schooling sub-system), .~ '

.
N

’

b-system. Alongside the latter,

v
»

‘-

v
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(hereinafter: the occupational sub-systemf.'At the head of the
residential school is the Principal who, together with'the heads
of the sub;systems, acts as the school Exe tive. The Principal
and the members of the Executive init{ate And maintain formal

cqumunication and control in the residential school.

(1) The Principal and the Executive

Since the mid fifties scarcely any new residential schools

have been established in Israel, but most of the existing ones

have increased their population by at least 50%: The establishment

of ‘the residential schools in the early years ,of the State and in
the pre-State period was perceived as part of the ‘process of _
forming a new society. |46 And thus the role of the Princ{bal who

was generally also the'founder of, the residential school arid often

14

. a fairly central member of his;political ovement, was perceived

as a role~of leaderéhip rather than ‘of directorship. The Principals

‘'were generally: not -appointed to‘their posts on the basis of formal

abilities and through formal procedures such as. public tenders.
N

~

'Furﬁhermore in most cases the Principals created and defined

- their position during the process~of the gchool’s development ’

tather. than entering into a role whose norms were laid down in

.

s,

L4 SN
.advance. . a ¥

F

j£6 See for example:. Ben~Zvi Yanait R., Our Children From East

and Wesé. The Ein Kerem Youth Village <§erus§Iem, 1977,

P . - ) -\‘ '




"the ownership and supervision and placepent agenc:kes.47

.system and its demands, _appear to limit the Principal's opportunities

led to the weakening of the Principal's status.

- : ) - 41 - -
3 :
Most of the residential schools were quite small (up to

v

200 pupils) The Principal was directly involved.in all- the sub- -
systems’, either through taking an a active part in their formation

or Bec;use the small size permitted this, or else because he was
| . . . o
practically the sole‘liaison between the residential school and

The founder-Principals gradually reached retirement age. In
1932‘3 the majority of Principals of Israeli residential schools
had “succeeded a previous Principal. Without the challenge of

creating something new, the new Princi geem to have’ 'lost a ~
g ‘ !

-

great deal of tlie leadership charisma. The development of a tra-
dition more or less common to the residential schools, together

with. the growing institutionalization of the national educational

*

-

of developing an independent and individual style of management

and the introduction of innovations.

In many residential schools much of the management of external

relations is passing from the Principal to\the heads of the sub- N

residential school and partly from the’ institution ization of

-

systems, This‘process, resulting parcly from the E:owth of the

the placement and supervision Dnganizations and the need for- . <

various experts -in conducting negotiations with the external bodies,

€

: . L .

+
& /
’ ~

.47 gashei, Y.,.0p. cit., 1971.. - - \
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In recent years the pattern of the griﬁcipal's role has~.

changed as thelsystem he heads becoﬁes incrﬁasingly decentralizéd¢

: 2
One of his main tasks now is to coordinate tke various sub-systems,-

. Q*
that is: to_prevent the over-compartmentalization or even the

disintegration, of the residential sﬁhool into separate units and

to contain the conflicts between the various sub-systems in & con-
Pl

) trolled framework. . ' -

-

In addition to this task the Principallstill serves as a  , "
central figure in safeguarding resources and creating conditions&
for the school to adjust to the environment in communicatiyé[the
goals of the_OWnership to the system, in adopting new ‘aims and in

managing a system of communication and control which will guarantee .

-

a certain«degree of" consensus férﬂhis and the owhership's preferred

aimS. . h,,‘li"“";g o : - : "57 ]
The fMpressiéngrece#ved is that, despite the similaritykbetween

2* -

residential schools, ‘the specifiCaorgéhizational structure is at

~ B 5

least partly a resu1t of'the persona%ity sk§%1&°and decisions of

the Principal,” particularly as regpfds the extent of centralization ’

or decentralization of the structure and thé degree of integration

or compartmentalization of the sub- syste

'

N\




~

ot hours, since some .of the staff live there and because’their roles

L]
: - 43 - ]
N . i {
. ~ L 3 "1‘“‘

(2) Means of Communication and Control

The most common formal communication channel in the residential

the Executive Bgard meeting or the staff

school is ize meeting
' meeting).

meeting of one of the sub-systems (such-as a techers

In most of the residential schools there are also meetings of
)

the '"young gkqup staff'. This refers to meetings of those staff’

members who deal directly with the children of one grou.po the

madrich (housefather), the metapelet (housemother), and occasionally

, R ‘ )
a psychologist, a social worker and the vocational ‘instructors.

Generally there is a great deal of informal communication ameng

“the staff in the residential school; arising from ‘the fact of their

>
spending a large part of their time together, also outside working

1}

- require staff members who deal with the same child or group of

children to be in contact with eachfother. The informal communi-

cation is also intensified .in the framework of the social gatherings
\

that take place between resident staff member particularly
It seems that in most of the resi-

"metaplot" and_"madrichim"°
dential schools the Principals_and the heads of the sub-systems

encourage a direct approach tro themselves without going through

the'hierarchi,v Such direct approaches are not‘generally’regarded

a bxpassing authority. . g :
Besides the external control exercised by the placement and -

upervision agencies and by the pupils and their parents, in the

L 1
k]
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residenﬁlal schgollas fh every social org;nization_there'is internal
control on the part of those in high positions over those in 16;er
positions. Si;ce\th; residential school may' be characterized as
an organization with cultural aims, the internal control is :
generally of normative charact:i. In otherhwordé, the loyalty
of the.staff, particularly the educational staff, is apparéh;ly
based primarily on their identification w th the values of.the
school. ﬂ ‘ . '

'Howé;er, it appearé that difficulties typ;cal of those existing
with reghrd to ghe supervision of any educational organization ’
stand oﬁt particularly in ﬁhe residentéél schoo}s: ifirst, in the
absence of a defihed outcome the criteria of effectiveness of the »
educational staff'sswork, especially of the “maér;ch? and “metapeletf,
tend to be high1§ diffuse; seconé%”mogt of ithe coqtacéé betweeq
the educational staff ;hd the pupils occur}in places not eafily,'
observed (the group- clubroom, the pupils’ dprmit:ory)° Furthermore,

as in every people-processing organization, it appears that the

"very presence of the observer - the Principal, the head of ‘a
‘sub—system - tends to change the character of the_intefhcfion

between educational worker and pupil; thir ig is hard to control

decisions taken in unplanned and unquant iable situations; fourth,,

‘the possibilities of rewarding or sanctioning the staff of the

residential school are extremely limited, since the staff's relations
. ¢ v \

with the orggnization are based on work agréémgnts whicﬁfanﬁfrmine"
prééise;\;igid norms of grading and salaries.

¢ . « -~
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"madfichim”\(housefathegs) and the "metaplot" (h6ﬁseﬁothers),
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B. - The Residential Social Sub-System : . -

“* =

During the hours which are not devoéed to'schooling or to (,
woik,'thé pupil acts éﬁ the framework of the'residential social -
sub-system. This sub-system, which is headed by the chief
?maéricﬁ" (the formgl head), the chief "metapelet", by the
relates to the pupifs’*social qgti&fty, their leisure activity
and their extra-curricular learning activities, Besideslfuﬁctiontng
as a formal ;ystem, the residential social sub-system:serves as
the mai? 5if not the on1y1¢framework for the activities 6f the
pupils’' informal system,

o
s

(1) The Residential Social Sub-System as a Formal System
' —_— . ¢

For the purpose of social activities, the residential school's
pupii popu1::§§§a&g&di§ided into "youth groups". While most of

-

the pupils' social-life takes place in the framework of these grouﬁs,
some takes place in the ftémeworks that serve the entire community
of pupils in ¢t ~,resfaen5fa1 school. The residéntia1~socia1 sub-
system also includes extracurricular clubs for pupils who are -
interested in various topics, where pa;ticipatiqp is not on the
basis of belonging to a particuiar youth group.,

(a)’ The Youth Group: The youth group gogfists of 25-70 children

of the same age, usually of both sexes, In most of the residential

\ : -
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schools there is one youth group for all the pupils of a given agtf
The members\of the youth group study in garallel classes in théﬁi '

schooling sub-system. ' ¢ 'f

~

Each youth group has one or two dormitories. The dormitories

< ©
A3

generally include the pupils' rooms, a commonroom and sometimes

an apartment for the 'madrich' or the '"metapelet'. There are®

* usually fourjpupils}t:'a room. : -

The main forma

4

ctivity of theycuthgroup is an evening :
meeting which takes pldce 2-3 times-a week. This meeting is
geénerally conducted by the "madrich", and serves several purposes:

a) communication and control, organizational coordinatiaon and

passing on of, information; " b) discnssion of current events\in ' >
Israel and abroad, on subjects of value-idea signifieance\ r'on

subjects . connected with the world of thé adolescents; c¢) parties,

games and community‘singing, and d). watching. television togeth;ﬁi‘

The_younger age groups akso meet in the’ early evening to prepare

homework supervised by the madrich

The members of the 'youth group are expected to *clean their

£

rooms every day. They have a rota system for _cleaning- the corridors;
toilets, washrooms, and the--commonroom° They are egpected to keep !

certain rules pertaining to personal and group cleanliness and

~

order, the timetable (getting up and going to bed) and attendance

at group meetings° These rules are set by the Principal the -
-5 ‘ .

liead of the residential social system and the head metapelet ~and>w~ <




sometimes by the "madrich" and "metapelet" of-the group.. Ih

B4
addition the group elects a committee - democraticaliy and with

the staff's knowledge° The committee introduces additiona1 dg

-

ganizational rules of Tes pwn or changes existing rules (such
(as time for lights out) enerally aféer receiving the staff'

»>

permission . ; . g

v

- In the special settings for the delinquent or the handicapped

the group is relatively small In some p1ace\ these groups have

\only 12 to 15 members°

(b) The Youth Community In most of the resideéntial schools
all the pqpils meet in the framework of celebrations and ceremonies°
A regular and 1mportantpweek£y event is the Sabbath evening
ceremony° This traditiona1 ogremony isiheld on Friday evenings
in’ the dining- roomﬂwhich accomedates a11 the pupils of the re-

' sidential school,. = - | |

. Al the residential schobls maintain‘a self—governing body :
the central yoush'councile This council is composed of the
representatives of the youth group - commé.ttees° The head of the

J

council’ is generally the ézpresentative of the most, senior group. ‘
The types of activitv of the couﬁEIi/’the degree of its independence,
the nature of its relations with the management and the staff on

the one hand and the extent.and ways it represents the pupils'
interests on the other hand, seem to vary from one residential school

'to another° But these. characteristics of. the youth council have ’

not yet been investigated.

.
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= (c) The Extr#-Quérighiar Clubs: In the late afterncon’ the
head of the residential social sys&em operates a network of
clubs for all the pupils in the school. Each pupil takes part in
"one of three clubs of his choosing, but generaily every pupil is"-

obliged to choose one club which meets at least once a week.

The clubs are usually of ;Qfee types: (a) clubs for'discﬁésion .

of cultural Fppics, #uch~as Jewish tradition or archeology of the
region; (b) clubs for the learning of skills and préctical sciences,
~such as carpentry or electronics; (c) sports clubs. Since the
early sebenéies the numger of clubs of the first type have been
decreasing and clubs of ﬁhe second and thi}d typés have increased
— -

in most of the residential schools, with the exception of the

religious.ones. ¢

(2) ‘The Youth Group as an -Informal System
Most of the interaction between the peers takes place in the
framework of the residential social informal system. This state

of affairs stems, among other things from the fact that in the
¥ \

schooling‘sﬁb-system*aqd in the‘occupational sub-system the
children are engaged in actions of an individual nature and with-

a relatively high dege#ee of interaction with adult staff members

+ (teachers and vocational instructors).

AN

Since the members of' the youth group spend much of their time
ftogethér in unstruccured-activi%ies: most of the interaction that

takes place between them in the.framework of the group'dormitory

¢

- - ’ -
L]
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"is_not formal and the degree o§>regularicontrol the adults have
.over this interaction is very limited, %48 Following Kahane%?
who discusses the features of informal youth groups,. it seems
that within_the residential school in particular the relatively
uncontrolled shared leisure time .gives special force to three of
_ the, central characteristics of the youth group as an informal system°
The three characteristics,are (a) symmetry or balanced reciprocity,

* (b) the equalizing mechanism; and (c) the~mediating mechanisma

(a) Balanced Reciprocity ‘In the d%rmitory, the commohroom

14 -
p

] and elsewhere on, the campus of the residential school the pupils
meet on’ a basis of more .or less uniform status and power° This
characteristic distinguishes ‘their interactions among themselves
from their interactions with the-staff members,

The batancing force that operates between the peers in their
¥

[
.

- .interactions makes the exchange fair, 1In other words, the exchange

o

is not based on lack of choice or surrender of one side td’the

superior strength of the other° It seema that in this sigpation

1// of balanced reciprocity the pupil has increased chances of learning
N\___\ - ,k_‘,

universal les of behaviour whichfwill operate as-internaliged
. L2 N - T — . B

3

48 Gottesmann M "Leadership Ain the youth. village , Yesodot, 12,
1972, pp. bt~ 50. ,

49 Kahane, R., s‘vgaecricar Relationship," Legitimatior and the-School .
- Structure, e Hebrew University o erusalem, Dept. of Sociology, .

° -
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and institutionalized principles guidingphis actions.5® .

»

This, perhaps, is the source of the strength that appedreds
to us to lie in the pupils informal sgstem iq many of the resi-
dential schools' youth groups. _And, thus it may be that in many
cases when the youth group's informal system accepts the rules of

the staff's formal syatem the" informal system serves as an effective.
~ mechanism for controlling and directing the pupils to channels
( desired by the staff ‘On the other hand, insofar as.the’ youth
group's informal system rejects the formal system the power, of
\balanced reciprocity may be directed against the formal system 51

(b) ’The Equalizing Mechanism: The pupil s, interactions with
the staff in the framework of the schooling sub-system and the-
occupational sub-system appear,nq'be mainly directed towards the
‘ needs‘of»acquiring resources (instrumental needs) .- In some
contrast to thisg, the number of interactions in the youth group-

directed towards the needs of tension- release and consumption

(expressive- needs) exceeds the number of interactions directed

towards acquiring resources, Interactions of this type;reqisée
. . ' o %_

-k - , ° , ‘,, ) . « . / e
.20 On moral education thrquh peers in the residen;ial 'school, .
see: Kohlberg, o,m"Exploring the moral atmosphere bf‘institutions
" a bridge between moral judgement and moral actigh", Heinz Werner
Memorial Lecture Boston Masso, April 1979 (m#Mhed) . .

<

51 on the Iimitations of this generalization, see:' Lambert, R.,
" Millham, S. and Bullock, R,, "The informal social system", 1in:
Brown, R., (ed.), Knowledge Education and Culture, London,

1973, pp. 297-316.

-
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. varied characteristics and'skillsi Indeed, the impression is that
in the youth group no one characteristic (such. as scholastic-
ability) has a dominant status as & basis for evaluating a member
of the group. Instead, various characteristics are evaluated: /
friendliness diligence in perférming'shared tasks, physical:
‘strength, artistic ability? sporting ability;'and so forth,

Against this baquround°there appears to be a high probability
,chatuthe informal system operating‘in t!e youth group permits the d
various pupilsytojusF equal - if not.identieal‘e strength in
their mutual relations. In this way various types of stratification
are’ formed and there is an increased probability of parallel
scales of values based on ability in various types of activities,

In these circumstances it may be also that class and ethnic differen es
stand out less. The parallel scales of values thus create a kind
of equalizing mechanism. - | Cw ;
| (c) The Mediating Mechamism: 'The bearers of differential ’
roles among the staff pass on to the individual pupil various role
expectations related to their sp ialities° In this sense the
staff members represent the comple modern society in which the
pupils will have to take their’ place‘on‘completing their studies;
‘Furthermore, the differential nature 'of the .pupils' interactions
with the staff members gives their reiations the flavour of secon-

dary relations.

In this sense “the youth group in the residential school serves

t . . \ ‘"\\




\

o

group in the course of performing shared»tasks°

)

1

as a kind of mediating“mechanism° The group mediates'hetween the‘,
family, with its primary and particularist felations with the
child, and modern society, represented by the management and

staff, with its secondary, universalist and specific re1ations

with the pupil. In otheg&words, the - group mediates between-

“ehildhood and adulthood.

The youth group in the residen;ial school acts as a mediating
mechanism in permitting dua1 relations: primary relations between

room-mates and specific relations with a11 the members of the peer
Iy 52
Il ‘)' o ' . ‘, . . : .
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(3) The Madrich _ e

»
I3 -

"y

The madrich is expected to be at the disposal of his charges
during all’the daytime hours that are riot devoted to formal activicy
in the schooling or occupational sdb-system, that is to say, during

mealtimed and in the times set. for looking after- their things,
¢ 7 -

cleaning ‘their dormitories, doing homework, social activities and

i

leisure. The nature of the pqpils activities_during,the,time they
are supervised by the madrich indicates the wide variety of comi-
ponents of his role° These components r;quireba developmental

and custodial orientation tow:rds the pupils, relating simultaneously

~ -
- -

.92 On the peexs' informal system within the residential school, .

ssee also Arieli M., "The peer group in the residential setting:
some of the features of its informal system", in: Adiel, S.,°
Shalom, H. and Arieli, M. (eds.), Fostering Deprived Youth and'
Residential Education, Tel-Aviv,; 1980, 6, pp. 327-337.

¢
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to the individual and the group. Until the mid-seventies the
nadrich was mainly expected to help the individual pupil to cope
with the mgny and often conflicting expectations directed at nim
in the'residential school, to maintain equilibrium between them
or to harmonize them,53 .Almost evéry member of the organization
(including the madrich himself) who interacts with the pupil g
expects of him things connected with. that member's differential
area of activity: teachers of various subjects expect the puypil
to devote his time and energy to studying their subjects, coor-
dinators of branches expect him to devote himself to.the Sranches'
tney are in charge of and pupils expect of him social activity/dn
. ‘ithe framework of their formal and informal systems .. 54 . ; —".o
Furthermore, the differential and complex nature of the
residential school organization makes it difficult for the pupil

°

to fulrél his needs. According to Goffman, one of the characteri84°

v

tics’ of the total institution which undermine theﬂinmate's-pereonality
is his dependence on a large, complex and clumsy apparatus‘in
order to satisfy his smallest needs° An educational organization

with’ total characteristics therefore-needs a figure who card help'

'

53 'This i#sue has been discussed by Carlebach, J "Some aspects of
résidential child care and. the role of the Madrich" in: Wolins, M.
and Gottesmann, M., (eds.), op. cit., 1971, pp. 277-289; Shlasky, S.,
"The role of the Madrich", in: Kfieli, M., Lewy, A. and Kashti, Y.,
(eds ), The Educative Village Jerusalem, l976 a, pp. 66-85.

54 Shlasky, S., "Changes in the role of the Madrich of the residential
setting', in: Kashti, Y. and Arieli, M., (eds.), Residential Schools:
Socialization in Powerful Environments, Tel-Aviv 1976 b, pp. 1lé44-
I57; Shmida, M., "The Madrich's occupation in a process of pro-
fessionalization", Yesodot, 16-17, 1977, pp. 25-47.
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‘thes pupil to maintain the integration of hisrpﬁars'onality° It

.appears that the general expectation in the-residential school

’ nuntii'recently‘was that this task would ‘be done by the madrich, ’ ’
.‘He‘was thus expected p6 help the pupil in his\fontacts with the

various-differential factors, to clarify what was-cdmmon to the

E 3 »

various processes and thus help to prevent a phenomenon which may -

!

/ oceur in a total institutions: disintegration of the individual's '

b 2t rd

personality

~ Although it appears that in recent years “this function has

o€

been gradually passing from the. madrich to the professional worker,

.the madrich is-still. expected to view the pupil as a complete

[

'personality and. relate .to him in a diffuse and particularist‘mannero55

LN

In this sense the madrich's: role resembles that of a pare.nt° Indeedg

&

.the bearer of this role of ‘madrich or its parallel in various

‘restdential settings throughout the world is often called a house-

father° : . - i L_ - . ‘ ‘
( However alongside this‘parental function the madrich is.
expected to perform additional functions which may be chassified as
- (1) individual- deveIOpment functions; ¢2) group developmental
functions (3) individual custodial functions, and (4) group

custodial functions, - o ) —_— -

55 Shlasky, S., op. cit., 1975.
56 1bid, p. 33.

»
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It appears that the emphasis in the role of the .madrich in. -

residential schools has changed twice. During the thirties and

s

forties the social component of this role was considered'the major

- one; the madrich was perceived as the central factor in recruiting

the pupils to the ideology of agricultural “settlement, In the

fifries.and sixties, when'the political fidgological" education:

systems were replaced by the State education systems were replaced

by, the State educétioﬁ’system with its strong achievement orienra- L
tion alongside the increasing penetration of apprpaches stressing

the child‘'s well- being, the individdal component: of t:he madrich's’

‘ role appears to have been increasingly more emphasized than the

social component, This emphasls was reflected in the -large amount

of time devoted by the madrich to helping with homeworkﬂand to

individual supportive t:alksé7

[

Since the mid-seventies another change has appeared in the
role of the madrich Helping with homework is gradually being
taken out of his hand, either because he is not equipped with -

knowledge of the subject matter/taught in the secondary~dchool

[ — ..,,
T —— .

or because heis not trained in the didactic techniques required

!

for helping pupils with learning problems. Alsog in many resi- -
dential schools there has been a growth in recent years of .study
groups .run by specialists who are hot regular‘ﬁembersaof the school’’

”

-~

57 Shalom, H,, “"The role,perception of the madrich in residen{ial
settings", in: Adiel, S. et al., (eds.), p. cit., 1980, pp. 295-305,
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provide to the pﬂpils,sq

<

©

-

' , &,4
staff‘ As a result of thig the individual pupiI joins in many

extra-group activities

contacts with_the madrich

thus reducing‘the extent of his direct
This process ‘'increases with the entrance

of professional workers, clinical scheol psychologists, educational

&

counSellors and social workers~who are expected tp provide a

large amount of the support that the madrlch previously usedvto

oY, c

rﬁF

This state of afﬁairs makes the madrich. largely a supervisor

of the puﬁi&s participation in the various activities and a’

o'"

. The custodial nature“qf th%tole is sometimes -

& 1

' punisher of truants.
1

A o
explained by the madrichim themselves aswa.respons to the growing

tendency of the pupils frpm disadvantaged groups to reJect the ) 3
a.‘?

school's management, and  to regard the mgdrich as an’'agent of the

management°

Ay

”

However,

Y * N ¢ “
the changed emphasis in the role of th& madrich has

not formally changed his role;‘the impression'is that the madrich
"4 still expected to fulfil simultaneously individual .and social
£

custodial and developmental functions despite | the inherent

conflicts betwéen these functions.

ot

ry o -

58 Gottesmann; M., 'The madrich in the Israeli youth village",
Arieli, M. et al., (eds.), op. cit., 1976, pp. 31-55,
\
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(4) The Metapelet-

0

‘ -
"The metapelet complements the madrich, ih\charge of one of.

_.the educational groups in the residential school. The metapelet's
role prescriptions include caring for tbe personal cleanliness
\bf the group‘nembers, for the cleanliness and tidiness of their o .
rooms, their héalth and clothing, their eating habits and nourish-
ment, and also sheir general feeling of well-being.
Together with the madrich ;he“mEtapelet is expected to see ,
that the group members get up in the morning After this she has
to supervise the pupils making their beds, qﬁieaning their rooms /
and going to the dining. room for breakfasto, Durin} these early

morning hours her hands are full urging on those children who

*do not want to get up, giving basic treatment to sick children -

or sending them to a clinic. \

The metapiét eat lunch with their pupils and in some residential
schools supervise or help with the serving of food. .When the
group members return to the dormitery the metaplot have personal
talks with the pupils, pa;ticularly those in tne §ounger age groups
rand’ apparently particularly with the _girls in these e groups.
) In some of the residential schools the metapelet and the
madrich together hold a weekly greup meeging to diséuss the group's
social and orgeniéationei problems. In mostAof'the residential

schools the metapelet replaces the madrich one}evening a week,

aevising some kind of leisure activity with the pupils for this

—
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‘evening. In most of the residential schools the metapelet
takes’' part in the discussions of the staff in charge of the youth

group .29

A}

The metapelet s role préscriptions and work éfhedule described

above show that she is required to respond to two groups of

.\needs of the pupils'\ adaptive needs .and tension release needs. .

The desire to meet these two types: of needs t/rough one role-

bearer 16 drawn from the model of the family. The metapelet is

perceived as the mother of the group. Indeed, she is called the!

'housemother in some. residential schools,,

The need to respond to these two groups of‘needs has led,

S .
. particularly in the last decade, to the formation of two basic

concepts “of  the metapelet's role with regard to the role-bearéer's
relationship to the objects of her activity, the pupils: ‘the . v
.service custodial approach and the formative development ::¥§SZZ§

The service- custodial approach is expressed in role components
such as kéeping order, cleanliness and the timetable; the formative-
developmental approach is expressed in*components such as caring }
for . the well being and. comfort of” the pupils and having supportive
talks with the individuals. - .

These two approaches emphasize the diffuse, obscure and often

conflicting aspects of the metapelet 8 role.
- \

29 For a detailed description of the role of the metapelet, see:
Yeodot's Symposium, "The metapelet as an educator", Yesodot 5,
1969, pp. 23-32, i~

!
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" It sometimes happens that the metaplot get involved in

conflicts resulting’from the contradiction oetween their personal
N s 7

perception of their role and the*way it is perceived by their

e )

superiors, such as the head of the residential social sub- system

and the chief housemother\% While she, the metapelet, perceives
her rolé primarily as a formative-devel8pmental one, she feels that
her\superiors expect her to devote herself firsg,of all to the
service-custodial aspects., Sometimes the formal.role prescriptions '

sﬁpport‘the formative.role concept of the metapelet, b%t'the cus-

.todial norms which aetually prevail in the residential school

60 ‘ . N

constradict this.

e

The conflgpt between the custodial and the formative aspects.
of the metapelet's role appears to be partitularly pressing since
the custodial aspects are overt and convenient for definition,,

expectation and reward, while the’ formative role tomponents exist

e’ -

. mainly as an approach and not as definitions of performanceo_

While the average duration of employment of the madrichim is .

LI

\\\\\.ffout two years and they are. mostly young men in their twenties,

the average duration of the metapelet s employment is about fifteen

. years and their ages range‘widelg'° The fact of: their being often -

many years older than the madrichim with whom they work and than

the pupils is regarded as.a*problem by the older metaplot.

a

60 Shlasky, S., "The metapelet-in the residential school", &
'  Yesodot 16-17, l977, pPp. 62-73. : .
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“in’ Israel including those not defined as agricultural schools
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C. The Occupational Sub=-System . ! -

'Zl) The Framework o A “ -

Until che mid-fifties the majority of residentialﬂschools
A4
contained a farm on which the pupils worked. ~ -
Work in general, and agricultural work in particular, were )'
perceived as vital for the preparation-of pupils for a pioneering ’///f
life in the framewotk of rural settlement and as a way Qf national

social regeneration, The traditional concept of residential

education which originated in the agricultural schools and in the

"kibbutz youth groups during the British Mandate attributed to work

and\equal status with study and, social life. Training in agiijuli

' tural work in the residential school’ s farm was considered

integral part-of the formal school curriculum similar to the
1

theoretical lessons devoted to various agricultural subjectse61

.

However, from the mid- ff?ties the status of the farm and the

agricultural training in some 70% of the residential schools began

-

*

- to change in two directions. L : ) "

. [ \\.

Some of the ownerships of these,schools decided to turnm, their
institutions into vocational .or academic secondary schools, .or into -~

a species of comprehensive school containing an academic and

vocational trend, while’ some others decided to preserve the - N

&

agricultural‘yharagter of the-school, but to introduce for all or
_—

<&

-,

v

61"’Schmid rg;‘A,, "Education toward work life:, the children s.own
fa n: Golan, S. et al., (eds.), Generation to Generation: Boo
ofs he Mishmar Haemek Educational Institution, Mishmar Haemek 194
pp. I1I6-139,; Shox, M., "Agricultural studies and txaining in §

. agricultural school" in: Shapira, Y., (ed. ), op. cit., l966&
s PP 183-149. o ‘

~
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some of the pupils courses -in agromechanics alongside the\traditional

‘ agricultural studies° In both cases the changes were“explgined ,

as a response to the accelerated industrialization and urbanizatio

in Israel and to the request .of the pupils and their parents to v

introduce a curriculum designed to prepare them for roles in an

\:ﬁndustrialized urban society or for a general matrﬂ)ulation cer-

[

tificate leading to university admission;
I
In the residential vocational schools several hours a day

.

'~ are devoted to training in the various technical subjects studied
by the pupils. However, this training does not seem to be -
generally‘perceived by the pupils and staff as work, but as an
essential-part of learning the subject;° ~
Nevertheless, to this day all the residential Schools tend
to regard work as an activity of educational value or at least 0 .
to declare so. The general tendency in rgsidential schools that o
are not agricultural is to engage all the pupils‘in various
services, particularly in the~dining-room,~in~cleaning, gardening:
and guard duty.,62 . . ’ ‘
Having the pupils occupied in services appears to have ad-
ditional implications iR two ways: economizing in hired adult
‘i@ 1abor and custodial significance or ag one of the Principals put .
it: "Organized employment prevents leEnesSq thus preventing ‘

_.delinquent behaviour " .

[aed . v .
62 Manelsonp N., "Work in ‘our youth village", Yesodot 2, 1967, _ | o
pp. 28- 30 Schikler, Z,, "Education to work (in the youth . .
. village)"; Yesodot, 16-17, 1977, pp.. 48-58. o
.. . & , . . « , N . . . . 4'
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, "In the.agricultural residential schools a separate subisystem'
- ceals with the employment\of pupils. The function of this sub-
. system is to run the farm, whose formal status is equal to that
of the eschoolzi.ng and residenti%l social sub- systems° . ,N
’ Generally the tendency of the managements is to employ the
" pupils in most of the agricultural and vocational branches and .
also in the services during their first two yeéars of the four-
\yeamgcourse On the other'hand this ﬁpproach‘appears to be a
relic of the approach that used to prevail in the 'kibbutzim during
. qhgiBritish“Mandatevaof employing the members on a rota system°
On the other hand it allows the pupils to experience many kinds
of work. and choose from among them one Or two to specialize in
- during the next two years. Indeed, some ;O% of the third-year

pupils in'the_agricultnral schools specialize in one of the farm

branches in their third year and approximately half of .all the

pupils work regularly in the branch they have chosen to specialize §

in during tH_Ir last wo years .at the school. 63 ¥§ ‘
‘ Out of a sample of third- year pupils in the agricultural
schools in 1973/74 who were asked to express thefr opinion with

- regard to agricultural work 47ngave,a favourable opinion, 15%

neutral and- 6% expressed a negative attitgde° Howeyer, 32% did

not answer the question presented in the questionnaire,64
A Y ,' N " . :
63 Lotan, M. & Ben Yitzhak, Y,. op. cit., 1978, p. 47

64 1pid, ibid. . :

.
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(2)- The_Branch Coordinator"and the Agricultural - Instructor

. " v

" fAtxthe head of.every branch is a branch coordinator, who

is directly subordinate to the head o ,ffthe occupational sub-system.

In the smaller branches the coordinator also serves as the instructor

in his field.

'work under the branch coordinators.

[ 4

In the larger branches agricultural instructors

<

&

Since the branch coordinator and the agriculturEI instructor

are responsible both for the production aspects of their brarch

’

"and for the vocational training of the’ pupils in the branch, they

rare the recipient of conflicting éﬁpectations from the school '

management.

As the manager of ‘an economic’ branch the branch
4 R ) *

coordinator is required to relate to the pupils in-a’universalist

»

and non-educationally orient®d manner; as.the performer of eduda-

tional ‘tasks

he is expected to relate in a somewhat p;rticularist

manner to the pupils, taking into -consideration their‘training

procesafend rate of development. Formally he belongs to the

N
" chool 's. educational staff, but in many of the agricultural

schools he does not take paft nséﬁlarly in the meetlngs of the//

youth group staff,

‘

D, - The Schooling Sub-System

(1) #The Framegcik
_ E——

oy

. :Ehe schooling sub-system resembles a day echoql in its aims

and structure;

L

it-is often-called "the school in the youth village."

N S
.. ‘¢
E . " ,
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Indeed, this sub-system operates as a kind of 4fyear secondary
school, ox as a 6-year school comprising aﬂMiddle and Upper

School. The academic level of the schools is not uniform:

. in som? oﬂfgnem technical skills are taught at a very low 1eve}x

" of bophistication while -in others the standard is considered to

!

be very high relative to Israeli secondary schools as a whole.
Some schooling sub-systems offer onIy one direction of study
(agricultural or maritime). Others are comprehensive and offer

three or more courses at three levels, s Qﬁ

~

The schooling sub -gystem, generally functions during the
rﬂ’.ﬂ'an& early. afternoon,. The pupils study 36-42 weekly periods.
During the British Mandate and in the early fifties the -

L

residential school's curricula.were largely determined by the

>
managements, ownerships and the leadership of the ' educational
strean" in the political movements. The intervention of central
authorities such as the "People's Council' ("HaVaad HaLeumi") "and

later the Ministtry of Education was fairly limited. In most of

_the residential schools, although not. in all, the degree of dif-

ferentiation of the schooling sub-system was somewhat limited.%3

20

In the late fifties and in the sixties ‘changes appeared -in

)

) ® e h .
the nature of the formal curriculum aqg_ig/fﬁe level of differen-

tiation of the schooling sub-system. Some of the residential -

]

v [ w

65 Regev, A., '"Changes in agricultural education', in: Shapira,

Y., (ed.), op. cit., 1966, pp. 38-65.
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schoqip gradually dropped the agricultural studies and repfé%ed
them with academic or vocational studies; others began to'offer ¥
academie and vocational studies alongside the agricultural studies°
With the cancellation of the political educational streams
‘and the establishment of a central State education@system the

o «" :
Ministry of Education began o define the schools' formal cur-
M

‘ riculum, inclqsing that of the residential schools° Also, the E .
Ministry of Education, through its various departmentsy/began to
supe;yise the level of teaching and the scholastic achievements°

:Two direct’resuits of this process were, on the one hand the ;
weakening of the influence of the Principals and the ownerships o
over the decisions of the head of the schooling sub -system, who
began to'base his authority on his connections with the Ministry
'of Educationj and on the other handl an increased independence and

"level of differentiation of the.schooling sub-system. . L °

L3

; . " The changes in the formal curriculum and the increased level

of differentiation in the schooling sub- system were apparently
also a response to the.growing.interests of many pupils and parents
¥

either in studies leading to a profession in an industrialized

urban-society or in studies providing general edufation and a

certificate (matriculation) permitting university entrance. From

the late fifties on many Principals and eduéators in. residential
'sohools began to report on a drop in the status of social life and

. WOrk as opposed to studies in the pupils’ estimation, 60

PR

b
-However, Katz reports ‘that the social domain was more esteemed by /
graduates of agricultural school® during 1958-60 than the sc¢hooling
. *anduthe occupational domains. Katz, G., Follow-up of Graduates of’
| " Agricultural Schools 1958-1960, Rehovot 1966, p. 43.

v
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The independence of the schooling sub- system increafed when

local children began to be admitted as day pupils in the late
fifties. As?the ‘day pupiLs rdependence on the residential school 8
other subesystem was minimal their - entrance into the school led

to a growth in the strength and autonomy of the schooling sub-system.

(2) The Teachers

» .

_ The teachers in the\re;idential schools recieved the ‘same
training as teachers in sécondary schools; most of them took a
ffrst’degr%e at‘a university in one or two subjects and'then were
trained as diachers of these subjects.

During the Mandate and in the early fifties 'many teachers
acted in a combined role of teacher and madrich. This- combination
which hadéits origin in the tradition of'thefhibbutz youth group,
* brought the teacher-madrich to educational activity of an expressive
social character(alongside:the instrumental teaching activity..
| With the1increased differentiation“in the structure of the
residential school there was ‘decreasegin the number of educational
workers acting as teacher/madrich However,‘szxeral teachers are
former madrichim whd received university training for teaching ,‘
roles while working as madrichim° ' - F
A Today the role of the teacher'in the resi ential school is
‘characterized by a conflict resultinghfrom'the contrast between

+

the differentiated structure of ‘the school/and the expectation

)

cta

?/

L
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directed toward the teacher, as to all the educational staff, to
relate to the pupils in a diffuse and particularist manner.

Thg teachers, particularly the fprm mastérs and mistresses,
are considered to be part®bf thé youtﬁ group staff and expected
to take an active part in giscussions concerning the pupi;éu
This éctivity is connected with the demand that.thelgeachérs relate
in a diffuse ané particularistic manner to the totality of the
)pupil‘s personality and avoid making universalistic achievement\\
demands in studies. This approach is particularly strong in -
recent years,‘since most of the residential'scﬁool pupils are con-

sidered to be in need of rehabilitation and support:owing to their

disadvaﬁﬂaged social backgrounda

E, The Treatment Sub-System

From thé time’ they wefé established the residential schools
in Israel were perceived as educational seﬁfingg rather than child
care\inst#;utionsa The pupils were perceived as ordinéry childréﬁ
who had to be'schodleq‘and have geftain social values and norms
inculcated in them and the staff membffs ?eré perceived aQHeducaQ
tors, that is, adult; whose role it was to perform the functions‘
of sghooling the children and'inéuipating %n them values an§~normsz“ <

In contrast to child care institutions the residential schools

were not populated by children who were considéred deviant and in

need of rehabilithéibn, treatment or'resociélization, gnd‘thé majority.
¥ '

v
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of the staff members were not. members of treatment professions
= Lo

etrained id the behavioural Qciences°
" In recent yearsg, apparently as a result of growing awareness-

on the part of the ownerships and the placement agencies concerning .
the possibilities opened by the _treatment professions for treating L}Y
youths with a background of social distress, small treatment sub-
systems developed, in some of the residential schools. These subf
swstems include 1-4 workers, whose professional background is
not uniform: educational councellors, social workers and clinical
~school psychologistsa hHowever, all the treatment'workers have

} fairly.uniform’roie prescriptions; providing'%bnsultatiop to the
.educational staff and treating the individual‘pupi1°6z

‘.
. . < 9

°

(1) Consultation to the Educational Staff 'y

The treatment worker is expected to maintain contacts with,

ode

the educational -staff, particularly with the madrichim and metéﬁﬁot

1
- sometimes in the framework of the formal meetings of the group's
S =

“interdisciplinary staff. At these meetings the educa;ional worker

v

is expected to bring up problems which trouble Him in his work o

with the pupils as a group or as individuals, or problems concerning
? ‘ his relations with hﬂ?&colleagues Qngthe staff, while the treatment
worker is expected to respond to' the educational-worker, help hﬁn ({

¢ ] B =

‘ . ) T ) . .&«' . kY . ’ o

-
i

67 Shariv, 0., "The role of, the social worker in ‘the educational ‘
* residential setting", Youth Aliyah BulletinK July, 1976 pp. 56- 58

.3
.
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b

to work through the v%rious dilemmas and sometimes give him

straightforward advice. ) "

®

The attitude ©f the educational workers to the role of the

~

treatment worker as their consultant is often ambivalent°

On the one hend, the’ high incidence in the residential school
of pupils from disadvantaged social grounds appears to hawe
increased the numher of pupils who make the educational worker's
job difficulrc, In this situation he tends to seek support and
advice from the professional treatment

On the otherx hend, the°entrance of the treatment worker into
the;reSidential»school is accompanied by clear signs of reluctance
on the part of the educational workers.

Firstly, the educationel workers, particularly thoee with
°1ittle formal training; see the entrance of the individual worker
with his esoteric knowledge and the prestige this knowledge

v
carries as an act endangering their status and with it. their

influence on the management_ and pupils, v

Secondly, the educational Workers: who are exposed to constant

and diffuse contact with the pupils, tend sometimes to‘estimate
s 0 . . : , . ,
the short time spent by the treatment worker with the difficult

-

pupil as Gn expression of limited involvement with the pupils and

N ’

their problems and as unwillingness to bend themselves fully to

. the task of. solving the problems°

& .
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The most outstanding problem in the'role of the treatment
worker as a consultant is, therefore, the occasional tendency of
the educational staff to avoid contget and cooperation with him,
(2) Treatment of Pupils

3

The- treatment worker is expected éoﬁhelp the individual
pupil to work out his personal and social problems “In sore
of the residential schools there4are established procedures to -
help the individual pupil to approach the treatment worker on his
own initiative. However, the pupils‘who arelunder the care of
the treatment worker are generally those\referred by the educa-
tional staff because of behaviour peréeived by then as deviant or \
troublesome. -

Sinte the treetment worker—concentrates on the personelity
and motives of the individual, it sometimes happens.ihat'the ihdi-
" vidual treatment is perceived by the educational staff and the
‘management of the residential school as a proeess providing legiti-
mization to .the failure to achieve norms; that is, as a process
opposed to their educational goals° T

Residential settings in Israel as in othzz countries include '
“ ?avariety of populationg (aged, ill, delﬁﬁxent, mentally retarded
emotionally disturbed) .( In thi; paper we concentrate on one kind" °

of organization, that which is widely represented in Israel namely

the residential educational setting. Settings which deal with

vl

5
’;
<
.

b
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non-school age groups are Nie of the scope of this paper not-
Awichscanding the fact, that as organizacions chey may have common
features w1ch che seccing described here. We have also not described
settings for speclalized (handicapped) children and youth. We
think that those organizations are very similar to residential,
settiﬁgs elééwhereo_ As we have stated above, settings for,
spécial populaci&h; have attempted to emulate the general‘organi-
zation of the more geéular resfﬂencigf schools, The organizers
were probably usually not gognizant ;f the "prgfessionai" concepts
for the organizacioﬁ of "sﬁecial seccings", As the need fog special
treatment became apparent they set up .'special"settings. They were
special becausg of the population, -not the organization. Only with
‘ the gradual influx of prdfgssibnal knéwrhow, mainly from the u,sZZl.
these settings became more aﬂd more '"special". fhe present trend

in Israel in the field of special care is toward, small "famigy-

“like" "group-home" settings. -

F. Ppatterns of Movement Within the Structure- P
‘ P . )

\ This section- will anl mainly with the agricultural residencial -

schools - becatise some of the feacures distinguishing agriculcural

. 7
from non- agricultufai schools ~ "

s Most of the agricul l residential “schools are of four years

o duration and ard designe pupils who have completed the 8-year

Primary school. A few of the schools afe 6:year schools and include

” . ¥ .7
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a 3-year Middle Schooi and a 3-year Upper School. These are open
to pupils who have competed _the 6- -year prfmary schodl, that is
- 13-18 year ods. ,
45 to: 507 of the pupils who are admii;sg to the“first year

)
of the agricultural residential school complete the four- or six=

iy
year course. Of" thoge who terminate their studbes at various ,///f-

4
stages many» leave foy reasons that may be described as positive:

. - , - *.
return home to continue studying.it a day school’. %8 )
/
(1) ?lacement , S 1 . 7

il

Tomer found that in a national sample of pupils who had
finished the 6- or 8-year primary school in places derined in
Israel ak_disadvantaged communities, 41% of the pupils and 3éa7%.

° ,of their parents chose for them to continue their secondary studies
in residential frameworks-(residential school or kiboutz youth
_group)o69 Lotan and Bert Yitzhak found that 57% of the pupils in
the first yeax 'of agricultural residential schools (as comp;red

with 63% in secondary day schools) pergeive.the school as a framework

3
helping them to achieve.status expectations,70 ' These findings are

e -
6? Shalom, H., Pupils Who Leave Youth Aliyah s Framework - Process, .
Dimensions, Reasons, Jerusalem, 1978.  Jee also Shlasky, S.,
Dropping out from residential settings - social and organizational
N causes', Alim, autumn 1979, pp. 36-43,

¢

69 Tomer, A., op. cit., 1976. ,

—

70 Lotan, M. and Ben Yitzhak, Y., op. cit., 1978, pp. 27-28,
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some indication, although indirect and incompletg, that ‘education
in agricultural gesidential schqols is not perceived as stigmatizihg -
the pupils or”particularly low in prestige among the social strata.

from whom most of the pupils of these schools are recruited, and

among the pupils themselves.

N
w “ e
.

Education' in the Yesidential school is not,,generally, the

qnly option open to the pupils for their contiLued education gfter
2]
finishing primary school. However, although there are no precise

data on this, it is estimated that since the early seventies some
20-22% of all the secondary school pupils—described as-disadvantaged T e
on the basis of their socio-economi'c background actually studied -

in residential school. . "

e 3

The application to the residential school is made directly

by the parents to the school management or to one of the placement

~

_ agenciesa Alternatgvely, applications are made to one of the

placement agencies through representatives of community agencies

such.as the headmaster of the primary school, the school's edﬁca-

™

tional counsellor, the regular attendance officer, social worker

. )
L]

or psychologist in community services, _
/
The screening and placement methods of Yegzn Allyah are typiral
if not identical with the methods employed by other agencies.

,The pupils come to the Youth Aliyah offices, accompan;ed by

*

one;oﬁ the parents, bringing a school report, a document referring

to tﬁ!%family's financial situation and a letter of referral from

v
¢ ' . .
°
A ’ . . o

.
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an appkopriate community agency The‘placement official ircerviews

. 1
. the candidate and the parent° A sample of the pplicants and all

‘the applicant§ whosé levgl is especially low ergo a battery of
¢ L % .
personality testp All the applicants are tested in-reading copipre -

~ hension- and " arithmetic and classified into ‘one of four broad
¢ M
categories ofescholastlc achievements A, B, C(\or\D° The girls s ’
. \ ‘

/
and boys ih group D, t§§plowest group, are referred to.s:icial

. residehtial ¥chools (p taratogy residential schools) .

i s h )
- ment officiéis offer the. pup%is_in groups A, B and C'a place in ?

1e placé-

one of “the residential school or kibbutz youthlgrd&ps,'based both

-on the information collectéd*konczfning the candidate and on his -
. . + '\ . % g .

and his parents' stated wish;‘# *3 - . >
’.a\' - % K’} ’ .»" RN \ . ’\ {
) . ( R N o
A FRAMEWORK. FOR A SECOND CﬁANQE?i " o L ' '
J ' ’ ‘ve ; "‘
The impact of the residential school on the affective and social -
- development of disadvantaged adolescents tends tozard the positive, . -
asg evidenced in several studies.’l. However, the disadvantaged re- s
(sidential school pupil, to judge by other observati,ons72 does not, 4
# SR : 20 - ¢ 0
= s ‘ e + . R

=
71 See for example, SmiIansky & Nevo, op. cith, :1979; Kashti, Y.,
) cit., 1979; Kashti, Y., Socially Bisadvantaged Youth in Resi®
- dentIaI Education in Israel unpublished . Phil. thesis, The .
University oI Sussex, 1974; Feuerstein, R, et al., "The effects of
- Group Care on the psychosocial habilitation of immigrant adoles-
cents in Israe'l with special reference to high-risk children"
. International Review of Rpplied Pbehology9 25, l976 Pp. 189- 201
< " " Iotan & Ben vitzhak, op. cit 1978, o
% ’ Yo o7
72 Arieli, M., The Role of Disadvanqaged Pﬁpils,in Israeli Residential
Schools, Unpublished'D Phll,. thesis, .The University of Sussex, “198v; -
| Rashtf, Y., & Arieli, M., "The attituds of pupils toward-people ahd

Vs

life domains in the youth village", iny Medtri; S. (ed.), Yesodoth~/
Thirty Years- of Residential Education Tel-Aviv 1980, pp .
o . , \ \ I
ERIC . R e 4 .\
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" ;\.
on coming to thé school, sta embling with awe at the- gates -

. -

These observations tend to indicate
» ’ s L . , C oL . .
prepared for what he i's coming to, on the basis of information

at he is more,or less
!

’
- MEEE T " - :

‘gleaned from parents, older siblings and- friends who have spent 7 ~
some time in- résidéntial settings It is doubtful whether he -

feels any agxiety about the “closed" ahd stnucphred world of’ the

-

residential school, an image.prevalent in Miterature on residential

\settings°73

His prior judgements are fairly clear with regard to
* - : - i 1
some objects of reference he is about to meet: people and dom ins,

] N

. y s .
. and with regard to others he does not hesitate to change his 'at-

. titudes particularly in the direction of limitfpg the setting s

’ experienced in- the depriving\home enVironment or possibly

,nearness to him, and perhaps even its influence on hLm He tends
to reJect the “totality“ of the institution to the extent tﬁato
this exists, He is not an easy object to be swallowe&’up dn the,
culture of the setting, he {s not an easy object for acts, of

cultural colonization or'cooptation He does not regard the setting
-4 . &

" as his -home, nor- the metaplot and madrichim as.substitute parents,

¥ -

nor ddbs he expect the teachers to bring about sweeping changes'’ v
3
in his schooling career or his social standing, Is this mistrust .

o~

or»disappointment with adulxs and their possiblé influenbe orr him,

or is it perhaps an. accumulation of disappointments from past - T

-

. 4 -

experience with the .- socialization %rganizations he has hithgrto

combi- -
l

nation of the "two? Possib&y, but we have no-evidence to ‘support this

0

- ) A . '. . —u . . B i >
~ : . S ‘v ' ' . )
.73 BN b — : :
+ 7 'See, for example, )Street et al,, op.. citﬁ, 1966 .
., ) g " -~ ‘ ’§:; - -
- . ‘ ‘ . . L e ‘y»‘.‘\ e . . . ) -
a ‘ N ) . o . %’l) ) ' ' ) “
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. understanding of their priorities° ‘ ‘ qii

>

.

.‘ g The obéervations show that with the passage of time he tends-

. .
- 76 - : t.
. 4‘@ . .

The\observations tend further to indicate that the pupil's

e

motvies in setting‘his priorities as a residential school pupil

" derive’ from hfs.expecéations for the future'and hisﬁpreparation

°

for it, and are often formed before entering the residential setting
Perhaps the residential school helps to consolidate his motives
and expectations and obviously helps him to prepare ‘himself for

his future rolef but only rarely does 1t tend to instil in him these
2 . ‘x . -

motives and expectations or: form them e , ‘a%
€ ' . . .

. . .In other words, before entering the 'residential school the

5
°

.. pupils have been socialjized %gwards suﬁport or rejection of a

or anticipated socialization is apparently the main key to the @
™~

- The residential school pupil does not seem to wish for highly (
structured relationships organizational formations and authority,\
particularly when these are associated with adult figures He.
understands and appreciates order and disciﬂline but he does not
want these to be forced on him in a patronizing mannergL -

pen up to the members of his peer group. The férmal "Youth

Groeup" in the residentiai setting, that "historical entity" which

' has ‘been the subJect of changing ra 1o les throughout the years -

and ‘is .today regarded by youth village educators as a solution to

many of the prdblems of the individual and the society, a strong

[ i l

" seurce of support and resocialization - this formal group does not

o’ ! N 4

IR

'large number of "items" in that new setting. This presocialization, .

~

RN




. 7% Arieli, gpi cit,, 1980: -
/r e ..gg cit., ;
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- volvement in his peers' life . he knows he has to study and be

- 77 -

tend to arouse the pupil to the anticipated involvement and : °

.

identification,

o

It seems that the pupil's career leads in the direction of

instrumental goals. He "knows" he has to be orderly and observe

" -the’'rules, he knows the value of g%pd friends and informal in-

-

.active in the lessons and he has learned in the course of his
time at “the residential school, that work can be a thing of

value and even interesting and satisfying, . 7 -

» <

Lhese kinds of knowledge on the level of relations with friends

and at.w rk often remain in their instrumental wrapping throughout
L

the pupil's entire time in " the setting

*

‘The oft stated advantage of the residential settingoon the

educatibnal level‘ that is) the possibility‘of setting and realizing )

ld

ﬁxpressive goals for the pupil, of»aaquality and scope largely un- u'

5 L3

attainable in other s001aleation settings ~ th1s ,option does. not

find eXpreSs!bn in recemt studies,74 '

s - L 4

-
\ﬂ‘ v?

It seems cleag’that we do not have here the squu&d inmates _

g~

of 8 total institution notr young members of ﬁhe ziite being coopted
‘ to thein,school culture, leading them smoothly, ‘

roughE&, to’the

Status of prominent civil @ervants “and pioneers We have here a

Asetting which is large§§ a. reflection of daily life as it is

perceived\by irs dfbadvantaged pupilsn although it mainﬁpins some_

of the feature§*of its. trad&tion' But the pﬁpils try‘to 01rcumvent .
] 'd: ‘-\.Q‘ ‘ LY "3_ ..A‘f\ | '

’
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thege "historical strongholds", expressing reservations towards
their guards, The traditional input of.this)socialization setting,,
.particularly in the ideological and expressive domains, appears to
. N [N \ . ,

A ) . : ‘
be lost, and itg disadvantaged pupils mainly draw from it what *

they had wanted before they entered it;é///\ﬂk;' .
- [ r']
The residential school seems to emérgefas a framework fqr *a

second chance forrthose ‘whose chances*tend to be limlted And

ORQANIZATIONAL CHANGE. AND PUPILS' RESPONSE

* - ‘ : : »
% .
Various studies and observations seem tO indicate that residen-

tial schools have undergone a procéss of change during the a&!‘t

kY
three decades; this process being of s1m1l$§ dimensions but of
different‘levelsﬁof intensity in each.schoo 75 The change. cen

be summed up as (a) decrease 1n level of ideological closedness
(b) the shifting af the guiding social orien;;tion from 1?Ztus to
role preparationq_ (c) an increase in the im?ortance that staffs
attribute to instrumental aims, (d) decentralization of-organiza;

tional structure, (e) incremse in staff's role differentiation and
E Y

(f) increase in centrality of professional affiliation as an

. » .
occupacional frame of reference for many staff members W v
— : - v‘ o ) ) . ' . ‘-0 3 s g
.?5 ‘Sae, for example, Kashgi, Y. & Arieli M., "Toward a classifi- -
< ‘i cation of -residential settings!'; in: Nevo D., (ed.), Theory
& Research in Edycational. Practice, Tel-Aviv 1977 '

¢ - . .
RS - PR <
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.(a) Decrease;ingiﬁyel of Ideological Closedness

- The Principals of ideologicallyaﬁhlosed" schdols have .

gradually ceased attempts to recruit ‘their junior- staff from among

o~

individuals‘who are ideologically committed to either the general
ethos of pioneering ox;, more\bpecifically, to the movementg/ﬁhich
own the settings Principals of party owned schools and’ their

management committees have "opened" their settings ,and have bégun

.

to recrufs heads" of important sub- systems, such as the schooling

_ and the residential sub- systems, from among professionals who are
S e

not identified with the' party.

(b) Shifting of Guiding Social Orientation from Status to
.,Role Preparation

] " ke . ~

Until the early 1950 s ‘'schools’ educational programs aimed
¢ e . ~

" at extending the range of the socializing process to the overall
*x—- S

.status of the pupil and in a diffuse and integrative manner to

B devglop his. self-perception beyond his specific future roles.
HoweVer, sinde the late 1960 s 1t seems that the programs tend,

- in varying degrees, to limit the.influence of the socialization
process to training the pupils towards taking differentiated and -
specific roles in the adult society in which they are expected

. . S ~ .
. - to participate, .-

~

4

-
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(c). Increase infthe Importance that StaffyAttribute to
: InstrumentaI’Q;ms

‘..{ 4(~ &

Until the early 1950 s expressive goals used to be considered

~

main goals or at least equal in/importance to instrumental goals,

, zggh at the stated and implemented'levels° This meant, for exampleT%?
3

that the financial resources allotted to extracurricular activities

and the prestige of the.maérichim were not significaqtlf lower than

)

the resources allotted to schooling and the prestige of the teachers,

At present, it seems that -the latent message transmitted by the

senior to the junior sta£f and to the pupils is'that'schooling and

p R . .
schoolmasters are more highly valued than social activities and
~ * ' o g
madrichim. : A ' )
. . ° ) ‘ . . > '

(d)  Decentralization of Organizational Structure
‘ v - 3 . " 4 %

v

centrali d pateérn of organizatione This was reflected in the

‘The school's dedisions tended to be made by the Principal whb,”as'

he. saw fit, delegated certain executivespower to the heads ofrthe

-

. s&ggsystems and they, in turn to their depud es‘according toa -

hierarchﬁcal pattern° The schooi ] relatiops with thg outside
world were also largely initiated and régulated by the Principal

who served almost as the exclusive agent and transmitter of the.
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thE%staff in all the Schools were not highly

were often "eveh diffuse or interchangeable° in many cases the

4} - ) w
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~ 3

norms and expegtations of*-the external systems (the party,. the .

management committee Youth Aliyah Ministry of Educatiom, etc.)
‘to all ragks of the school

" Since the late i?SO‘s these centralized features have been
replaced by decentralized.ones° The‘changes are reflected in the

- Cod . . .
structure of internal relations within the staff, These relations
- . . o -

"are now characterized in the schools by a fairly high"level*of

autonomy of the heads of the sub -systems, as regards policy of their
rd

units, the relative freedom of decision allowed to low- -ranking

members of the staff, and the status - of coordinator of more or

o

léss autonomous sub-systems.--assigned to the Principal The

LS

school s relations wi}h external agencies tend to be based ‘on the

—

autonomy of the heads of the" sub-systems in maintaining direc

relationships ‘with role parﬁﬁérs outside the system.
. . s . . ‘

-

H
L4

-

(eSJ Increase in Staff's Role Differentiation

L ©

. - 1'»» ,
- In the early 1950's the areas of activ{tgiand the roles of

ﬂc\

fferentiated and .

educator - a role combining formal and ‘informal functions ' acted -
e e

- as both'schoolmaster and madrich o E . /“

N t

Since the mid- 1950'3 the relations of staff members with the
pdpi%s -have becOme reiatively dffferentiated T@is is reflected
among other thinés in the fact that'thése relations have become )

- * * kY

t

s
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¢ . X

largely delineated by'the specific skill and the definition of

the sthff member's role. d B . .

. L , ’
[

-~ (£) Increase in Centrality of Professional Affiliation” as
g an Occupational ¥Frame- of Reference for Many Staff Members

“In the 1950's most teachers at the schools tended to consider

. the organlzation fn which they worked as their most s1gn1ficant

“occupatlonal frame of reference .This was probably partly due to

u

the fact that teachers tended to live in the.setting, and partly

due to their relative lack of qualifications..
. ~ ! L}

[

At prese%t most «eachers, the counselors and the social )

. Workers in all the schools seem to attribute more significance to

their professional identf%y'than to their organizational affiliat‘ion°
In general, teachers, counselors and social workers areomore quaI’fied
now and.live/outside the school campus. ‘ )
. In fact, all the six dimensions of change offered hére can
be described as six aspeets of the m ement from - closedness to
opennéss “These six changes can b§Y§:hklarly descrlbed according
t0‘their nearness to or distancé from. the poles of six continura
The follow1ng diagram is a reflection of an attempt to g1ve a

-

general graphic expressxon to assumed positions that’ Israeli resi--
L

" dential schools in general seem to have held on these continui in. 1950,

/

two yegrs afser the emergence of the State of Israel, and in t e 9
1970's.. L L )
- . \ '
’ . . [
m§ g

!\
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resideptial school largely took the place of the kibbutz youigg

'education and elitist character on thepattern of the c}assic

* to reduyced:

- 83 - . I

. 9
's \’ v' " ” ’ k A s\
. The Open Mdéel. . ’ . *  The Closed Model ,
. 19708 . . 1950 , ’
ideological openness—x ¢ S — % ideological closedness
f T 1970s 1950 ,
role .socialization —x: - —3#——status sbcialization '
. . ) ,?,. \‘— ~
T . 1970s 1950 oA
centrality of ' 4 o . , centrality of
. instrumental goals™ > _ T#®* expressive roles-
. —~ 1970s ' 1950 o
decentralization =~ —x—r —s——centralization
1970s : 1950
differentiated staff g .o
° roles L x——diffuse staff roles
‘ . +.o 1920s . ' 1950
professional norms - xx — - ¥——organizational norms -

\ -

v It will be recalled that in the faf)t years of the:State the

group ofqthe 1930's and %940 s, and acquired some of its characteris-.

.. ties. The staff members commitment to the agricultural and pioneering

Lideology as a super- ordinate goal continued to give residential

o

kibbutz: youth -group. In this situation the pupils tended to identify

with thefr educators and to internalize their social concepts K -

d Vagious observations lead us to assumesthat the reduced commitment

of the st f~members ﬂb any super-ordinate goaTﬁf%d - at least paxtly -
d: dentification of the pupils with the staff and their

social goals,\and an increased need to create an alternative system

- g N - @
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o which would provide objects for their loyalty, not\deriving from

the values of the staff, ' *
[ . ’ . | W

"By.its very nature education for settling on the land, which .

-

continued to characterize the youth village in the early years of
LN
the State, tended to avoid training the pupils .in specﬂgic skills
or for professionalldiplomas, and stressed 'general education'’,
prE2sat >

L]

-or "education of ‘the person'. The status socialization of the

.
+
o
\

"pion¥er" (or the "settler" entailed a life-style which encompassedﬁh
every asp

t of the pupils‘ lives: in the classroom, at work.and

in social activities, was considerably consistent and limited the
possibilities qf'internaL conflicts, It seems to ys that as ¢ —
residential<schools shifted from status socielization to role .
socialization namely, training pupils in specific skills, and as

the unifying themes receded, the- pupils tended to-resort to al-:

] ternative or supplementary social,frameworks offering compensating
cohesion. 1@

%
' The growing importance of‘preparing the individual for a

career, a diploma and a profession limited the pupils opportunities
' to engage in expressﬁve activities° The formal status of the’mad-
rich, who is responsible for activities of a tension-r V1ng
nature declined as his more central function ir?\ the past, the .

_social and ideologicaI function was to some extent: pushed aside.

¥ .

Thus{'it“may“be that as the expressive activity loses status -

—

. ‘ ¢ .
in the dormal Zystem, the pupils resort to an-alternative system °*

permitting. these activities in an informal manner ;

~ *
r . . .
0 v - . 4 M




As‘the staff members' commitment to a pnifying social theme

decreases, and with the.growing importance of instrumental training

for differential roles, the centralized organizational pattern of ‘
- . . -

‘e
i

the setting tends often to be replaced by a decentraljzed pattern. ¢

Hence -the. residential school gradually ceases to prouide the .

\

pupils with a cohesive organizﬁgion having coordinated expectations.

L]

. The de;entralization of the organization in itself also adds‘f—__““—-—\\
\-
'-.the nee& for an alternative or supplementary’ system based on the,
" peers. s \ : S

. s The more the education tends to take on an instrumental\charac- _

ter; and the more differehtiated its goals become, the greateg seems
., to be- the need for staff members with specific specializations°
e

The professional with specific’ and esoteric specialization tends
e

.tofrestrict.his contacts with the pupils to the area in which he

is‘trainingﬁthe& a pr0ceSS'which denies the pupil diffuse inter-

action with significant adults holding status -qthe power struﬁture \\

% . The growing role differentiation of some of the staff members,

“of the. organization°

o

particularly the teachers, is' also, aPparently, related to the N
diminished status of the~setting as tﬁeir occupational fraqe of -
;‘regerence, The_sburces of their‘role norms are outside the residen- °
| tial school in the disciplines‘they specialized in, the universities
where they studied the professional associations to which they

L 8 - - »

belong, or hope to belong With the increased~i:3frtance of the
- \

-

NS
e
~ .
.




‘are, the more the pupils tend to feel frustration and lack of
- .I' s -

the staff perform diffeéghciatqd functions and régard their profes-

- 86 -

\
I
~

profeésionaf'fréme of ;eference for the staff member, his

solidarity with the prganiéation seems to decrease. He is no
‘ .

longer a ''local" group leadex, but a '"cosmopolitan" professiopai
) ‘ : pP RS . :
who chances to be in a bureaucratic organization. ' Perhaps the

. . ¥ ‘
pupils' informal system which provides leaders for the peer ° v

. , v
group, is desf@ned‘to compensate also for the loss in leaders ‘from-

4 .
- T

the setting's formal system, - e

It seems to us that the more ,'open' the residential schools ..
L

. -

>

.
identificatfon, leading to the creation of a compensatory ahd _ _-. S

suppiementary informal system which rejects -the sét-up.ofbthe un-

&

. o s
system, - : , ‘ '

rd 4

satisfactory Forma

This attﬁtude of\the pupils may be explained, at least partily,

them .’ . e

% 1In those residential schGols where there is least commitment &

- .

on tﬁe part of thre sraff members to an ideology, where the .emphasis

5 N 4 -
is on socialization for differential roles and instrumental aims,
* ~ * »

where the.organizational’patterneis decentralized, where many of

sional affiliation as their central occupational frame of reference -

the pupils seem to feel abandémed by the adult.’®

* ‘ . ’ * . ~

>4 Although the pupils themselves tend to stress instrumental objectives,
they expect*the staff ro stress expressive aspects and to relate
to them in a supportive manner. y Y SN

» L4
] ¢ . ,
/ . ® . [
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The price of the change expressed in‘the decline of '"closedness",
in the ‘reduced importance of‘expressive activities, in decentrali-

zation of the organization, in;professionalization’of many staff

members and role differentiation of the staff appears, therefore

to be a feeling of being deserted and a reaction of reservation

or rejection on the part of the pupils towards the formal organi-

zation of the residential school and its staff.

3
éURRENT CHALLENGES

~L

the development of self- -esteem, achievement orientation and value

Residential schools in Isfael tend to succeed in supporting

attitudes in various social fields,’’ a o |
» :

However, this advantage becomes maniﬁest in the eleventh grade

and it must be noted that it is a fairly selective population that
]

has reached this senior grade. The members of these groups have

~s reached the eleventh grade while large numbers of their peérs dropped’

out from the residential schools and probablv from the entire
education system during and aftet the ninth_and the tenth grades.‘78

Those who. remain in the settings after many trying formal and
o \ - .
informal tests tend to regard themselves as an elite group within .

{

3
LY

1

, ~ L& ‘ ?
77 See note 70. ﬁ& .

-~
~

78 See: Shalom, H., Pupils Who Leave Youth Aldiyah's Framewdrk -
Process, Dimensions Reasons, Jerusalem, 1973.
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fthe residenttal setting. It seems possible that-+it 4is :this v g‘
f;cto; which accounts for their relativephigh self -esteen and ‘ ﬁ:ﬁ:“\\\ |
actievement orientation It has, also been observed that residen--\- . ‘
t¥al school pupils tend to regard "work" and their agricgltural / ' {
inStructors as significant obJects of reference, _ ’

Ll

In the secondary school fer mostly disadvantaged pupils, f

» ) > ' *
which functions in an environment:somewhat isolated from the.

F

community, the- pupils perhaps remain frustrated from their

scholastic achieyvements. - They find eomp sation at work in the’

l,
instructors who -

Ay

cess of developing and
s ® .

farm and some support from the agricultur
become wvitally significant others in.the p

sustaining, a positive self-image° However his compensation,

which filling an/.mportant function within sett'i'ng‘, }s perhaps :

of a lesser value in the wider social context: competence in '

- X Q . ‘
farming seems to ensure 1ess3upward mobilicy than competence in

the academic subjects ' ' \/ ' ‘/
Residential schools which serve mostly disadvantaged pupils, t_ ?\
like other socialization organizations which act in similar fields \“

-

and with a similar level?of legitimation, tend to function as

agencies which recruit members to the }ower strata of the social P

systema L In thii sense the lﬁaeli residential school tera.ds 'er- .
a
haps somewhat"b fud%tion as an agency for reproducing the. current
= -
social structure. : B -
4 4 ,\i N 4 ~
e
) ° J ' B ’
L é . -
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One of the major challenges of this socialization agency -

L3

is attracting‘iarge nnmbers of pupils from‘relatively more success-
ful social “and educational groups. This would make it possible
for- the settings to function as heterogeneous schools which pro-
vide their disadvantaged pupils chances for some upward social
mobilit}( : .

At one and the same time the residential school must find
ways to re-introduce some of its historic features of '"closedness':
some. kind of an ideological unity and commitment, orientation

-coward status rather than role socialization, more emphasis on

expressive aims, more centralized, or at least, co-ordinated

t
a4 .y

. ogganizationalIstructure, less differentiation in the roles of

" the staff and more adherence to organizational rather than pro-
. ‘_% - R
fessidnal.norms. These seem Co ‘increase the chance that dis-
. b

advantaged pupils, would idengify the staff a8 people who are

committed towards their pupils progﬁfsséand are. sincerely in-

»

volved in their 1iveq\ ‘LR . .
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THE FUNCTION OF YOUTH VILLAGES IN THE WIDER SOCIAL
AND EDQCATIONAL CONTEXT OF ISRAELI SOéIETY - A
. VMACRO-SOCIAL VIEW:- - AN OPENING STA&EMENT

. / v *

N , ! /

N ' R. Shapira
/. * ) ) ' '

The following discussion will suggest some -points of departure

for description and analysis of residential education on the macro.
social level . The major arguments are derived from the social f
‘reality of youth villages in Israel, and illugtrated by examples
’from‘?wo very different institutions - one situated in the heart -

of an urban center, thé other located outside the city, in a rural

" enviromment!

. A macro-social discussion of youth villages in Israel must

encompass three 'different dimensions, each of them subdivided . . <

into two separate aspects° . C .o ’
a) The first dimension refers to.what is channelled into

the residential setfing from ‘the outside i.e.7 the setting 8 gggial

12222 ' This dimension has two aspects - the students' social input” .

and the social input of the _staff:

b) ' The* secend dimension is the relationship of the institu-:

tion to is immediate environment Every organization is an integwal .

part of some wider social context, and must respond and interact = - -

K

with this environment in certain ways. Here again, we, discuss two

aspects - the aspect of the staff and the actual relationship

between the Internat and the environment ‘
- ‘ c B




-

s

.

c) This

dimension dlso will be discussed from two-points‘of'view - on the

N\ \
The third dimension is that- of social output.

individual and macro-social levels°

Henceforth we shall explain and dfscuss in detail the

" three dimensions suggested above, and, attempt to illustrate some

=

N
4
¥

of our argumients through examples from residential settings

[ ol

visited recently. ’ ) . h ¢

" As sociologists, our first step should be to ‘describe and

\
analyze youth villages, or any other residential educational settings,

—

' "as parg-of the social system in which they function,

.stressing the

dynamic interreIationship'betveen the two. ’bﬁr'next step shoold

\ . - . .
be to see residential education in Israel: in a c&mparative perspec-

5

s .. & » . L H
tive, comparing it to other educational frameworks such as schools,

-

'youthﬂmovements, youth clubs, etc.
a) -
e A : ‘
stressed th;’<about 85% to 90% of the studemts in youth villages *
Their famildes are usually in the:

4 B

Starting wigh the student-input dimension,~iteshould-5e

-

are from middle eastern origin.
low-income bracket the fathers having, at best, primary schooling
and work at non-skilled or semi-skilled occupations° As to the
’ '\\gersonal backgroynd of the youngsters ﬁany of them arrive at the
boarding school ag a result of a process of negative selection

The

< having been rejected or ”dropped-out” ofsregular schools
R combination bf’ these characggristics indicate a syndrome of gocial

marginality. The social marginality»of the major part of tbe st?dent

.
- * - - . - - 4
»

- ¢ .
- AY
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a* "‘ , . - ) te \,,
body in youth villages mav\be educationally significant in several
possible instances. On the ene hand, in cases of marginality, e
' n_sseparation of .the youngster from his family may turn intd a
‘ positive factor, affo%ding him a fresh start. On the .other hand, T
the placing of youngsters of similar marginal background An 8v .f"\\i

ségrigated homogeneous environment may turn into a negative factor

Creating a social climate in whi students reinforce each others
v - .
3 , ' AN

Looking at the same problem from the point of view of the : ;

weaknesses.

’ :staff members of staff may be of the same social background as

the students and be. recruited thro,u‘i a process of negative selection,

This fact’ could bexan-educational advantage if they become positive

- models ipr the students., However, thé\danger exists that the

. hal
a3

=~ socio ecohomic dimilarity might enhance the emergence of a negative

¢ . ¢
+ ~ < »

subculture% . ) : : e

o illustrate the case with two examples from.the two settings
. PR T : o

mentiongd above: ~in -one institution'the students are mostly‘from

3

smiddle-easter origin while members of staff including service

staff, come in the main,from Western countries° In the second
1

_ institrution, the situation is completely reversed - here students
service staff anu counsellors (tutors) are of middle~eastern origin .
the teachers being mainly of Western origin. In' the first case,

the. dividing lineawas b eep staff and "clients" while in the latter,.

-

the’ division overlapped the relative status in the educational

. 3 e >

hierarehy~° ‘ C ] ¢ - ’
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b) As to the second dimension - the institution“s pattern

of interaction with its environment From the staff s point of

——

view, several questions ‘should be asked: Theffirst relates to

-

the amounf of commuting of staff members between “the youth village

and the surrounding community: The amount of daily commuting may
influence the social. climate‘%f the social climate ef the resi-

dential setting and effect the extent to which it should be defined

as either an open or closed system, and the<type and amount of '
. A
resources regularly flowing into it,

o’ !

The second relevant point is the level’ of‘professionali7ation

. of.the staff.. What kind of training do different members of the

staff have? Are the teachers fully qualified? Are they especially

trained for ﬂeaching in a residential framework? How do members -

x

of staff define their role from a. srbjective\point of view --do
1

theY‘consider themselves an integra part of the high school teacher

. population in the ‘educational syst://nglarge - or do they see -

" themselves as participating in a separate and unique.social milieu?

The answers to these quest bns will shape the nature of the’ relation-

ship between the boarding school and other social,bodies, such

as teachers' organizations, etc, - ! '

45 touthe relation of the residential frAmework as an.or-

ganization to its social environment, several -relevant quéstions

) come to mind does the institute conceive of itself - anqras a

result ié!lt ,conceived by soclety, - as an isolated, segregated

, ‘unit which happene/ﬂto be locate&ywhere it is - or as an integra}l
<X 4 . * ’ . .

e

-
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pert of the community? Where do the. student$ come from - the
immediate surrocndinghcomnunity - or all over the country - avfact
which effects the mode of integration of the residential setting
in the community, | l , ’
Another relevant. question in this context is the question of
thq?Institute's "reference group", Do Youth Villages,* for instance,
‘ ‘compare themsclves to other residential settings to regvlar High .
Schools to ‘'schools wh nh catet mainly to the disadvantaged
population to Youth Movements etc.? ‘ -
Different "Reference groups" will create different self-
images and different expectasions ‘ X P
» * Thus, Bbarding Schools face three dilemﬁas és-Eo their

.relati aship with. the %nvironment: isolation versus community-~

centered orientatien,lrecruiting students from the neighborhood

or from.ali'over the country, and.choosing between many possible
"reference groups" : . . . - B g
| In order to i-lustrate these.dilemmas, 1et'u§:go:hack to the
example of the two institutions referred to above. One of them

is located in th& center of a mediuin-size.d town, but it opted for
isolation. The students are kept busy all day long, so as to :?. .
prevent them from 1eaving the school}s groundé. Ihe.stndents.in‘u
this setting. come from all over the country (only 40 out of, 350 ,
students come from the, immediate vicinity), and the institution's -

reference, group is constituted of other Boarding-Schools; The .

% /‘,

&
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second Youth Viliage is geogréphically far from any'majortcity,
but socially it opted for the community -centered approach The
students are free to come and go, and indeed forty percent of’
them hAve families in the neighborhood. They see other High
Schools as their reference group, and they compete with themb both
in Sports and in other fields Theyteven W ‘wear the uniform which
is worn by High .School kids all,over, the country | )
Our hypothesis is that the more open and community—oriented

a setting is, the 1ess stigmatized it wi11 be. -

" ¢) The third dimension of our discussion relates to the out-

put of residential ‘education, both from theaindividual and the

macro-sotial point of view: On the individual 1eve1; the question

.

-of'output has two distinct aspects - the socialization aspect

and the allocation aspect. Same research was done in Israel con-,
cerning'the first,aspe:t and dealing with cognitive, affective .
and normative outputs. There is very 1ittie research relevant to
the second aspect, and available data mostly “focuses on the gifted
disadﬁantaged Still from what’ little gystematic knowledge at

our .disposal, we may conclude that the major success of residential

~
ducation in Israel in the seventies is not fostering upward

5nobility, but removing marginal youth from the streets, and turning

.
them into. persops abléyto function adequately in the Army, as

parents and in the&}abor matket. It is interesting to note that

this minimal, evem* 'negative" goal is accepted by both parents and
. 14

sociilnworkers, but rejected by teachers,'who*stress cognitive

- * » &

achievement.’ ' ‘ . .
HLev . . .

. P
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L 4
( On the macro- social level, residential education in Israel

3 v

can boast of some success in the normatiVe fiéld, fostering commit~ -

~

ment . .to societal values and norms, However, outputs are very

3’

-meagre from the stratification system 8 point of:view° In ﬁact)

Youth [Villages in Israel today do not serve as a major mo%ility

-
Lo ~ - B

channe}-lower-class youngsters who graduate from this educational
: v

-

g

setting tend to,renain in the lower achelons of society. This is .

- .
. ¢

- a major broblem the residential’educstional‘system will have to

reckon with in the very near future, .

] ’
- . Q K -
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THE PLACE OF RESIDENTIAL EDUCATION|YN ISRAEL
s N 3 N

DURING THE LAST DECADE

-t K

.

In most societles, residential educatlon is characterlzed b§
L

a deflnlte polarizatlon in its. orlentatlons relatlng to two major

aspects: -

- A
- it
. "t

P 1) The sotio-economic background pf- the student body ;

2)" The educational goals on which residentlal education

Y
P \l

is focused o

e

As a tesult; most boarding éehoofs are;eimed at the twe extremes
of the bocio-eeonbmdc continuum. they either concentrate on’thel
‘disadéentaged, the‘depriyed, ot the juventle'deidnquent grodps,

or, like the English public ‘schools," cater tpielite groups. Thus,
boarding schools tend to emphasize resocialization and rehabiIitatiop‘
on the one hand, and a very selective élite education on the other. ’
In the‘USSR an attempt was madextoleéeréome this tendency towards
polarization b& widening the basis for studerit recruitment. In

fact, boarding schools located in the big cities turned intq -Internats
for the disadvantaged. . ,
" '. Residential educetion in Istael 1s unique in successfully.
catering, for,sevetal decedes,Ato the ”mfddle‘}ange" of the social

contdnuum. -The reasons for,this success may be found both in the

N




;

7/

immediate needs of Israeli society at the time, such as speedy

-absorption of great numbers of new immigrants, and in the pre-

vaillng normative attitudes which placed residential education
w1th1n the realm of . the ideological mainstream This congenial

normative background enabled the Israeli boarding schools to

.absorb a very heterogéneous population. S .

» ' %

In a social- histhical perspective boarding schools in

Israel were characterlzed duringethe '20 8 and '30's, by a "closed"

&

structure and a centralized role system focusing on péér‘group\\\\\\“‘

. on collective social goals. They defined themselves as terminal’

'educational organizations and tfained the1r students for well- ’

defined future roles° The basic ‘conception of the youth villages

- 'stems from three main sources:

.8 ’ ~*

1) _The successful model of the children and youth village
© "Ben Shemef" and ‘a few.others,,and the success of

the "youth.%roup” (Hevrat Noar) in Kibbutzim; .

- . R P

» 2) The immediate socfal constraints; i.e. the pressing
need ta.assure youngsters without families of # stable

residential and educational environment . -

3) - The pioneering ideplogy, which the graduates were supposed \'~

- to implement, f o ‘ -

€ ,
e ) *
. v
<~ ]

Youth villages, as well as agricultural schools and "Hevrot
- :

‘Noar", served simultaneously as socialization-or, re-socialization

3 A * - ! .
agents, and as channels for mobilizing*youth into elite groups.
g ’ . ) 4
: . ;

M . N b
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Graduates of these educational firameworks join the organization
on an ascriptive -collectivistic basis, while late selection processes

-

use expressive cr1teria° Thus, residential—education in Israel

served as a socio-culturla integrating vehicle for its students s

' while recruiting the most committed to central 'social roles carrying ,
positive social rewards. Youth villages were oharatterized by a

‘uhique combination ‘of structural closure together with a marked .

o

. i Tey 4 ,
soctal openness, and a high degree of prestige. The special 'ethos"

of‘the youth village was culturally agproved despite ongoing social
§hange and continuous adjustment to new societal needs.
‘ Although this historical "ethos of the youth v1llages was ,
’ -preserved internal conflicts emerged within the- framework of
: ~@._ residential education in Israel.. Most of these conflits stemmed
from the persistence of' the traditional patterns of attitude and .
action as against new values and attitudes among the student body.
“ The fact that from the late '40's.the students lacked pre-
socialization to the*residential organization caused a high rate |
of rejection of its méssage. During the '50's and '60's, youth
villages functio#iéd mainly as'mediating organizations, reducing
the stress involved in immigration and adaptg%ion‘to a new social
and cultural environment. At the 'same time, agricultural boarding

schools were gradually removed from their previous elite status, .
/

while stillﬁgreventinggneg ive selection processes into the student

(O 4 p)

_— body, mirant response ‘to social change was to strengthen

" e 100 - o
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the vodatiopal‘dimension, and switch from particﬁlaristic to
u;iversalistic rewards by preparing the students for matriculation
examinations and establishing tracks leading towards highe} education.

The majority of residential institutions functioned during
this period as re-socialization agencies geared to the needs of
an immigrant population confronting a new “social reality, new
cultural values, norms and symbols. Mobility chances of this
population were mostly deemed as secondary relative to the.main N
goal of making.‘the new immigrants members in the absorb%ng sociéty.'
This basic approach was intercénnected with a somewhat neéative
image of t;e student body, especially those who cam; from the Arab/f\
countries, stressing'their traditional "unﬁerdevgl%ped" backgrodﬁd
and their need for "treatmené" and "rehébilitgn&pnﬂ;&;At the same
time, expecﬁations as to output of the educational process weée
considerably lowered ffor example - high drop-out rate, éstablishing
some typ;é of "short-range" educationa} programs, daily ''youth
'centers" as a substitute for residential care,fetc,)°

During ghe late '60's, and at the beginning of tﬁe '70's,
rapid change occurred in the composition of the student body in .

bdarding schools. Youth Allyah changea it traditional pélicy and -

started enrolling in its resideéﬁial institutions, youngsters who

were born in Israel. The reason for this change in policy wag the

2

need to tackle the problems of "diqadvantaéed" youth from middie-

eastern origins via residential education. Tﬁe basic techniques

»
»

1i0 »




St TL 101 -

y .
. were ,supposedly séﬁarating the youngster from his impoverished en-

®

vironment, creating for. him a meaningful peer group, teaching him

through ‘mathods especially adapted to his capacities and motiyation

——

and at the same time acquiring the standards set by the educational
authorit_ies° During the years the percentage of students from t *
middle-eastern origin in the<residentra1 setting reached 85%. In .
Youth Aliyah institutions the'majority of the student body is of
the'medfam low: achievement group, originating from low status,

‘oriental famllies ) o \ ) -

P

Thus, by the late '70's residential’schools in Israel

tended to become homogeneous, somewhat'segregative organizations

» catering to youngsters recruited through negative selection. The
L ) ~ . .

fact that residential schodls concentrated on disadvantaged groups,

brought an influx of financial resources, expanding the residential

A

system, without, at the same time, developingsadequate human re-
sources to handle this expansion .Experienced well-trained staff

became more and more rare,

5

L One of the major difficulties faced by residential education

N, in Israel today, stems .from its declared intention to '‘rehabilitate
N ¢

the disadvantaged" This ‘orientation has major negative ramifica-.
KX
tions for theqﬁnteraction between the "staff” and the - rdisadvantaged

‘_‘——*—‘students””‘*The‘emphasrs“on—rehabiiitation—and—at—the—same*time

the effort ot uphnld standards considered normative in the educational

> ! - -
.

.. System, may ha@e;created a gap and even a clash between the formal
. . N ] . . //4
. - 1l
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a trend usually either strengthens the totalistic aspect of the
residential setting or causes a slackening of standards on the
educational-organizational level, The high drop-out rate from
residential schools may well be explained by one'or both of

. thege trends.

A

[

Clearly, both‘the'overt and latent goals of residential
education in Israel need to be re-eXamineinn the light of
societal changes:’ At the same, time their organizational: structure,
internal dynamics and. educational output -should be re- evaluated
There is good reason to believe that most.residential schools

utohay function in a dual and even conflic%ing capacity: they

) Ery to evolve a certain diffuse social and.ggltur al integrationf‘~t
the practical mariifestation®of which is separating the student
from his supposedly negaqﬁve environment while at the same time
acting as s%gregative organizations, carrying very little prestige
and sometimes even sti»gma.tizing° Up to. the '60's the tradittonal
ethos of the youth village seems to ‘have sufficed to preserve the
integrative trend, but during the '70's this ethos was*eroded,,;

the soical conditions:were changed, with the result that the segL

°

regative aspect had become dominant The*fact that nowadays there

are .about 5 000 vacancies- in boarding schools is clear evidence
of the changes in the place and function of residential education

in Israel. .

and informal systems within the residential settings. Such f\\#

P s
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- f.‘ v .
 STUDENTS ATTITUDES TOWARDS THE FORMAL AND INFORMAL

FEATURES OF RESIDENTIAL SCHOOLS -

S

M. ‘ArieLiK C -
-
. ' . ) C

ey

5 i The maJor rationale of residential education in Israel, _one
which has not changed much since the early '30' s is the idea of .

 resocialization. In this particular context it means pursuing a \ -
pélicy of intervention in the primary established socialization .
.patterﬁs the student has*been exposed to since childhood and during
early adolescencepw mddifying these patterns, and moulding him

. aneu. The residentiai%schooi and its staff were_erpected tc intro-
duce elements of change into studehts pre-established socialieation

0 -
patterns. Thus, residential institutions were introduced mainly

as resocialization agepts. )

, ‘fhis is, and was,ithe stated‘ideology‘,.~ It is difficult to
sya whether ahd to whet extent it is being followed.and implemented
by the different institutions in everyday life. This question will

not be answered in the present context. We will discuss another

- hd
L]

question which has t¢wo separate aspects. How students react to

_the above- described ideoliogy, to what extent “are youngsters aware
4—44———o£—existing—po%iey——and hew«{hey»respendls~More~exp1icity*~fa}—howff -
do students réact and-relate to the-various substructures to which

they are exposed in a residential setting? b) how do they react

-~

-

to the institutes' "totality'?

. N
- / ’

Lis
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5 We have ag\bur disposal so@e evidence which may ﬁelp'us<shed
some light on these two-aspects. This data ﬁay be of‘racher), ‘
limiced scope; However, it may help us gain some insight ints f "‘
the youhgaters_perceptions\and atticudes. -

The data was collected in several_ youth villages The
students were ‘asked to respond to a set of questlo7na1res, and to.
evaluate ten dlfferenc components of the residential setting,

accordlng'co the degree of importance they ascribed to them. Five

items fepresented different realms of the institution:

. Ve . A
’ {g. 1) _the youth village as a whole;
2)  the peer group; . ,
i 3) the vocational sphere - the work; '

-

Y the institutional rules and regulations and-

’

5) the school;

\ 4 5
The other five were several of the students' role-partners
- * L4

in the educational) setting:

e

1) friends; o i . S

y, 2)  housé:pothers; ' . d (fﬁ ba
\ 3)' counsellors (madrichim);

4)  teachers; and

5) vocational instructors.




‘

1 . : o | o
N 1S

L - 105 - ~

: {
The students were asked to make two stateménts about each

’

"+ 1item - one representing a potential behavior, and the other, an

attitude. Different cohorts of students were asked tq respond .
+ to the same set of questions - one cohort a yeaf after enrolling gk;
in the instictution, the other a year before graduation,
i In analyzing the‘"veterensﬁ answers, it beceme clear that
the youngsters“orgénized the items into three separate clusters,
which, on the face of it, do:not have a common denominator.
Howe\r on the basis of our data, we suggest that one clxger
represents items which are idiosyncratic to the residential
situation (for instance -, the‘rolelof the madrich which exists
in a special form only- in boarding schools). The other cluster
included itfems of a universalistic nature - ioe° items such as g
teachers‘and schooling encountered hy children everywhere. The o
third cluster included items which represent a combination of idio-
syncratic and universalistic fg;tuzes,‘ For exsmple. the vocétional\"
sphere, a universalistic“element - is represehted in the youth

. . \

-village by agricultural work - an idiosyncratic element. EE_

®

turned out that the students, especially the '"veterans', attributed
' >
more importance to those components which combine universalistic

and idiosynerfatic elements, and gave a low.grade in importance to

the idiosyncratic components To summ;rize our findings along

these 1ines:~the youngsters appear to-rejert precisely those elements

which ‘the educational ‘system tries to rein‘orce in the residential’ -

«

)

1
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::,setting:%é?he formally organized peer group, for‘e;émple, is con-
nsidered a unique asset to the residential setting, and a powerful

" socialization agent. Our findings show that the peer group, aiong
with other idiOsyncratic e1ements is ranked very low in importance

. by the students. Another example is that of the "madrich“.' The
re1ative status of this idiosyncratic role deteriorates between-
the time the children enter the system and the time at which they -
éraduate,'slipping from 9th to 19th place on a twenty-item scale.

-'Referring to our initial question, the students- appear to

reJect the notion of resocialization° They make use of the

A g

residential setting in a selective way, choosing to enjoy those

aspects which are congruent with their previous patterns of -

socilalization, igporing or even rejecting those, features which -

fepresent_the creed of resocialization,-i.e° the idiosynckatic

components They also attribute very little importance to the ’

universalistic components an attitude which could be explained

\7 by the- fact that these components represent an educational milieu
in which the youngsters failed before- they came to the residential
settipg - "i.e. the milieu of the schoolov Being_instrumentally \

t

a3 . oriented, the students avoid areas in which they had eiperienced.

+
%

failure, -and electito*cgncentratewtheir_intereéts_andwefforts_inee - —
- more promising fields. o ’
- ‘
To sum up, our evidence, although partial, suggests that the

\ideology of resotialization, the banner under which residential

2

-
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education‘iniIsrael is presented, is in fact rejected by the

.

student populations. s

We turn now to- our second question, that gf the students'

" reaction to the ”totalistic" aspects of the residential situation

,
&//)

and’ the way in which the informal system of the peers relatés to

r

the .formal system of the residential setting.

Broadly speaking, one may say that the Israeli residential Jf,

setting has shifted in the course of the last two or three Yecades
from a fairly ‘'closed", "total" organization towards a more 'open" - 7.

1

model. The mainstream of residential education.in Israel - Youth {’ﬂ\‘
Aliyah institutions, youth villages and agricultural schools - '

were haracterized in the '30's and '40fs'hy'beidg stréfigly committed  ~
) | 1

to some form of superordinate goals, revolving around the revolu- -
)

tionizing ideology of turning a rather;middle class group, into

productive farmers. During the late '40's and '50's, these super- : -

imposed goals which were ‘much more pronounced in residential settings
LN

than in the educatiinal system at large, lost some of their
intensive nature. At the same time, the stress on status sociali-
zation/ co which these frameworks were strongly committed was .

also diminished. While the early youth villages tried to socialize S
towards the-diffuse status of '"pioneer", in the '60's and '70's, '

———— T _—

" the. emphasis - was ghifted to role socialization It must be added /.

that besides the collective gqals, residential education in _the

et L

early stafes, also ‘exhibited some expressive individualistic featurés

combining'certain’ kinds of immediate gratification with strong emphasis

¢
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‘ on futur'é'orientation° This expressive orientation : is gradﬁ@lly
: : »

- replaced by an instrumental one,

) ] Another marked change in the structure of residential education
.- ',
- in Israel is the shift from a quite centralized organizational )
’
structure towards a much more decentralized system. The'role of

the youth village direitor which was the’focal dedisionvmaking

role in every realm of residential life is gradually losing its ‘
[ ’ L o
central and often dominant place,’ and decision-making functions )

tend to be distributed betweén several administrative ‘and educational o

-

roles " both within an without the institution, Another step in
/
thé same direction is the process of role differentiation. In

the early stages there was almost no differentiation in the. role

?

of the individual in charge of _the youth group - the madrich.
He was both teacher youth leader, and representative‘of the

political ideology, at thé-same time fulfilling expressive functions. §§ A
All these roles were incorporated by the madrich. This diffused

role definition has undergone a major change over ‘the Tast two -

)
decades, a process in the course of which the madrich. lost several

of his functions. Another’ d&mension of change, closely l‘nked

]

to the previous one, is the shift in the locus of professional oc~

-~

Y

W_A——~—~eupa§;znal—norm9*——Twnety—five yearﬁ”ago “strike of‘teachérs'in“‘mfv”/i

Youth Aliyah settings was almost unthinkable - the organiZation .

.

[V

. itself set its own norms and rules. Today, a high percentage of -

- 3

teachers refer to their professional organization as the source _,

-

- . Ed

.. )
. ) .
..
‘ . : T .
. et |
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_of their norms. The introduftlon of various professional sﬁgff

members, social workers psychologists educational counsellors

°

' enhanCed this trend This phenpmenon has two types of outcome -

*

.-

, firse, wit leads to a rather- differentiated relationship between ’
staff . the individual student and the youth group - second, it .
creates aJproblematic situation in the normative sphere. _The' N
professionpl staff members tend to submit not to the organizational

¥
credo, but’'to their own specif1c professional norms.

-

We return to‘éhe mian subject of th1s discussion - the way
in which students relate to the systhm Our“analysis at this '
point w111 follow the work done by H. Polsky and R, Lambert and
his collaborators on several dimensions of the informal system in
"the residential setting Two of these dimensions are very relevant s

to our discussion The first dimension is the~degreé of cohesion

of the youth village the second is the degree to which the informal
\

system accpets and supports the fo Qonee .- ? ;0
Following both Polsky's, Lamb:ji:\\and Millhams work, we-. |

suggest’ a conceptual continyum describing modes of relationship

between the fermal %?d informal systems in the residential setting,

At one end of this continuum we place the supportive attitude, 1i.e.,

theJingormEl‘system suppﬁrts ‘the formal one. At the opposite end,

we find a rejection of the formal system by the informal one. Along

the continuum, and close to the '"supportive" end we find the mani- |

. . b WY
- pulative attiapde, and closer to the "rejectionﬁ end, the detached

. or passive attitude,

R &0 B :
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- Our suggestion, based on our data, is that the miore a residen-

.~ tial setting,preserves its "totalistic" character, (i.e. retains .

/

. b2 -
its superordinate goals, the éentralized structure, an expressive

orientation, etc.)‘the more supportive will.the informal system

"'" -~ -

' be of the fdormal one, »

1]

¢ A possible explanation of this sonewhat puzzling finding'is
that while a residenti/l setting moves away from the "totalistic“ )
end pf the consinuum, supposedly opting for a more "open' structure,
it enhances in its students a feeling of Leing abandoned and deserted,
fostering a sense of alienation and ultimately, even rejection.

" It seems tﬁ%t one of the current challenges of residential
.settings in ‘Israel, is.to find a way “of "reaching out" to students,
maging then feel the steff isbinvolved~in’tﬁe1r lives and willing
to support them beyond theulimited commitment nnich is implied in

- -~ N - J /
_their Eormal roles. :
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MULTI-CODE SCHOOLS: A THEORETICAL FRAMEWORK

FOR THE ANALYSIS-OF BOARDING SCHOOLS ¢ ’

\ . -~ R. ‘Kahane ;

“ ’ /

>~ ",

The' purpose °§ this paper is to .suggest a conceptual framework

and theoretical outline for the analysis of boarding schools We

r

-

define such a school in its "ideal~type" as a multiple structure .
in which varioue antagonistijc codest- including formal professional,

ﬁ\ . informal primary, and even delinquent ones - are in constant inter-

~

play, It is'our hypothesis that the relative strength of these
codes and the way they are clustered determine the nature and the

‘impact of boarding schools. ; R TN -

-

//; The term "boarding.school"~as used here refers to residential,

highly intensive, comprehensive isolated contexts for: socialization

which serve as partial substitute homes- for youths Different kinds
Vot

of schools possess these attributes - monastery schools, kibbutz

children, societies, military academies English’ public sthools, -
< .

various corrective institutions etc. These vary greatly both as .

.
to their student body and their educationaI curricula (e. g., they

_may_ be: vocational, social, classical reécreational oriented)

"7 and encompass a great variety of activities -based on different

l

organizational -codes. g ‘/,, o

* The boarding school is supposed to haveng? idiosyncratic impact

on its students in certain areas., In the literature there is

’

marked consensug for example, as to the facﬁ‘that it carries a
¢

B i
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- in many boarding institutions, ‘ «

LY

. residential school"sg .potential impact.

. . N
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unique,‘long'term influence in terms of students' character

‘formation ] Furthermore, ic appears to convert\the resources they

by

acquire at school into value commitments nd to implement them -
q ’/9

in specific roles. ' Bogrding school graduates are said to transform

their resources- with great ease into colleetive oriented roles

‘based on universal codes in'which public and private interests :

are differeﬁtiated, Additionally, regardless of the origins of.

the student body, a certain type of elite consciousness emphasizing

duties rather th s personal privileges, ;s supposed to be developed

-~ ' /-,
The impact boarding schools have upon their students is' ‘

\

'usyally explained by the institutions’ basic characteristics,

mentioned in part above:

- ~ .

sistency, "totality", intensive socialization processes,
: B

merit- oriented norms, pedagogical con-. -

social

. . . a ¢
isolation, and rigorous student selection, This list,ofzﬁharacteris-‘

tics, however, seems .fo be’ insufficient to wholly explain the

A
e.

"We suggest that this

., multilateral impact may be explained”in terms of..the residential

k4

.8chool's basic structure,

frameworks
i
codes,

Y

Boarding»schools’can be structurally defined as Qphflicting

<

QQsed on inconsistent or even antagonistic codes. By

v

we refer to a body of analytically differentiated principles

) . . Lot , i .
whose intensity and combination can be indefinitely modified. Four

different organizational codes may be distinguished in boarding

schools The ‘first

. -
o . N
L 4
.

formal, professional, primary and informal.

2

_~

So
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- refers ‘to standardized obligatory procedures directed towards a -
special pattefn‘of division of labor, based on technical competence
-and arranged in a hierarchical manner. The second, the professional
code,‘implies'an objective ethic based on scientific knowledge -
—-and snpetvised and controlled in a functional collegial manner

.

by an autondmois organization of experts. The primary code implies

a diffused, direct, interpersonal relationship which operates within
gfoup norms  And finally, the informal codeoof organization implies
rules of behavigr which are moratoric, symmetric voluntaristic
and expressiv_g°

The overall compositibn°of the boarding-school framework is
based on a combination of most or all of these codes° Thus, inter-
actions and relationships in_the boarding school are usually com-
 binations of infofmallﬂgfimafy, formal and professional ones.’ Pat-
terns of'authority‘are hierarchical, collegial and symmetrical'
the rules of the syste%?can be defined as a combination of standar-
dized procedure, objective scientific rules, graup norms and flexible
sétuational maxims; the media of exchange employed include a fusion
of value oommitments, influence (or pursuasion), power andlmonetary
eouivalents; and control mecﬁanisms include laws, sentiments,
gro%p pressures and moral obligations utilizing all types of

_ sanctions (prestige, force, wealth‘ etc.):

dut definition of contradictory codes within the framework

of thp ideal type" described above can be applied to actual boarding
G{\ » . .
schools. Therefere, ‘one may distinguish a number of different ar-

0‘. / . ) -
rangements in which contradictory components are interconnected.

.
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These different combinations are crystallized in four types

.

of relationships among potentially antaggﬁistic ingredients in

boarding schools: the differentiated pattern, the mixed pattern,

P

the uni-dimensional type (formdl or informal code) and the hybrid

type. ' \

-

In the differentiated type, each code has its an sphere of
dominance so th;t the possibility of a '"clash" between different
codes is minimized. The institutions established along these
lines are generally well-organized ;nd have a méximal degree of
control over theiiystudents, In the mixed pattern; there are per-

‘manent clashes between various codes and socialization agents and
- . ) ~
no built-in mechanisms mitigating them; consequently, this frame-.

work can easily turn into an anarchistic,;énomic one, often

encouraging deiinquent behavior. Tge un#:dimensional type. of

institution "solves" the problem of antggonism by according dominance
to one of the four codes and thus no ldnger approximates the '"ideal

type' of boaxding, school, but rather $hould be considered a consis-

tent, '"normal" institution. Finallyr the hybrid type of residential
1& an N
school is characterized by an‘tnteriinking of antagqpistic codes

and patterns of behavior.

We a:ékéspeéiaaly interested in this last pattern which,
ideally speaking, links professional, primary, formal, and even j
delinquent codes in four possible ways, using mediatory roles or- ]
mechanisms, institutionalized competition, dialectical processes,

AN
and role rotation.
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~ schools enhance experience in various patterns of behavior before
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Tnf’first type of mechanism is the\mosercommon to boardi;g
schools. The'mediatory role can be found in the form of the "tutor"
or  the 'pre?ect ) while mediatory mechanisms can be exemplified
by the .existence of certain rituals and the establishment of
certain committees’ and decision-making bodies in which the different
cpdes'aré‘enacted. ‘

L]

The.second kind of interlinking mechanism - institutionalized N
competition - 1s representated by an emphasis: on games, sports,

and otner recreational activities which provide an institutional

A J
arena,for an egalitarian power striggle, since they are based on

symmeg;ic relationships.

[
2

The antagonistic codes of the boarding school are also linked

This can be exemplified by =

by a three-stage dialectical process., -
stages in student eocialization. First freshmen are required to
" be over- conforming to existing rules and established authority
Next, studenta are alloyed or éven encourgged. to modify the es-
tablished rules. Finally, a synthesis is reached by veteran
.students representing a.realistic paradigm of_behavior composed

%f both normative{and‘counter-normative codes.} Thus, boarding

-more internalized, obligatory behavior is adopted.
Finally, contradictions are reduced through thé rotation of:

pupils from role to role and from status. to status (from ‘'master"

to "servag{" and vice versa)., . Therefore,, the probability of
. { pr 4 -




> - 116 -

aggregation of power is diminished and a.-more symmetrical relation- -
ship is established, making the structure of the boarding school
a more fluid one, : .

The existence of the mechanisms outiined above, enable,
ideally speaking, boarding schools to.operate efficiently. 1In
reality, however, ideal cyQZ;‘dé not exist in a pure form; rather,

" mixed patterns of boarding schools are to be found. For instance,
boarding schools for gifted children aimed at cognitive achievement
‘ will have a strong formal framework in order to enhance this kind
of achievement. The kibbutz schools, on the other hand, aimed
at socializing towards diffused roles, will tend to be more informaf\
in their odes. As distinct from the former eiamples,“the British
puh;ic‘school'strongly fuses different codes., Hence, the conceptual
"framework we have suggested°does not describe actual boarding
schqol& but rather may be useful in distingu;sing between different
"pure" types and, at least partially, to-explain their vanied

impact.
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EDUCATIONAL DILEMMAS IN AN ISRAELI YOUTH-

. VILLAGE - THE CASE OF BEN-SHEMEN

- W . 4

-

A. Simon®

’

During the '30's youth villages in Israel ‘were functional
frameworks, a direct answer to the needs of the immediate social
- reality. ‘Time spent on the school farm was relevant training
‘ towards agricultural work in the future, and the'special social
and cultural patterns established in the youth villages,'constituted
a preparation for a life of "togetherness“ in a collective sq?- '
' munity, The institutional framework as |a whole was characterized
by an intensive ideological atm%gphere, stressing collective ‘
goals such as rebuilding the country and creating a new type of
’society | ‘
Since'independence. a major change has taken place in several ,
: aspects of residential education in Israel. First, the composition ‘
of thé student body has undergone‘a‘transformation - youngsters
:currentlyxattending a school such as Ben- Shemen come from the
.t; 'lower half of the gifted disadvantaged population, They arrive
at Ben-Shemen with a very specific motivation - an ambition to
" change their social status by wayzﬁf formal education, epitomized
by the ;natriculat‘ione:éaminations° The pressing dgmand for academic
achievement is usually accompanied, at least at first by a negative

attitude towards manual work in general and agriculture in particular,

both of which are conceived of as hindering upward social mobility.

LN
-
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Whi}e the above—described cransforTation in the student /!
populacion was caking place, che~composition of the educational
staff hadﬁalso.changeda Today, most Madrichim-(counsellors) join'
the scaffﬂof therohth village for personal reasons and not on
‘ideological grounds. During the '30's-che sta?f\etrongly identified
with the goals of the educational insticution, but today most /K
‘members, while still doing an ex llenc job, mostly work in X
isolation, each in hds or her soziigic area. In most schools the

. . \
educating community of the past is nowadays non-existent, The

) > ‘ L. .
riculation examinacions on the one hagd, and the larger educational
It .

’goals on the other, and tries to find the middle pathf The youth

staff is torn between the '"cItents" demand for success in chz/mac-

villages, whic wnich in the past represented che.predominanc social goal
of creating the nucleus of a new society, coday see their social
role as preéparing the individnal for competing in the efisting
social order Thus, emphasis on social change has turned cowards
. a condervative trend. - ‘

~-~ These major changes necessitated s Lhing a new definition
of boch educational goals and pedagogicjl means, while at the same
timetpreserving che SCructural ﬁramewoqq oﬁ,fhe youth: village as
an educational inst:it:utiono Most pggblématic were tow out of the
three focuses around which the t/Aditional youth village evolved & .
work and‘gocial 1ife. An 1ncensive‘scruggle has been waged around

the alienation,between students and adults, a-d;annce scemﬁing J/ -

from the gap in th§“expectacions'of the two groups. <Youngsters
el

we

”
. ’ ) : ‘ f\
. o . . * . \




\ N .
 are after status symbols and current fads, but in’ the youth o
Qvillage they encounter an emphasis on simplicity in life style.
Some_ students are attempting to escape traditiona] patriarchal -
-families,_expecting permissiveness but encounter norms of res-
ponsibility, mutual consideration aqd respect. One of the results °.
of these conflicting expectations is a high'drop-out.rate° ’
The problem youth villages face today is how to prepare its -
stpdents for the existing structure of Israeli soc1ety, while at
the same time not abandonihg the traditional educational goals'

of character building and cultural.and social development.
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THE SECONDARY RELIGIOUS ACADEMY*
o ~ AS A UNIQUE EDUCATIONAL ACADEMY

'Mn Bar-lev

e 1

The first Secondary Religious Academies were established in
Israel during the decade previous to independence, inspired by

parties within the Zionist Religious Movement These institutions

were immediately integrated into the\ﬂamizrahi educational systen?
and in 1954, when the National Religious educational sydéem came
into being, they became an integral part of it

During the 1ate "50's, a unique educational entity emerged
~
within <hese Academies, the final crystallization of which marked ’

~

the end of h long period of hesitation and intensive argument as
to the plage” and scope'or secular.etudiee in the new educational

settings and these studies became part and parcel of the Academies'

- . . 3 .
curricula. . ) | 1 .“/ . f

The Secondary Religious Academies are characterized by a ,

L

unique combination of four components -

o a A
% L) . . N ¢

1) ' The ideological component - . \1L *

%

The forefathers of "Hamizrahi Education" slowly and carefully .
formed the first religious secondary schools in Isrhel,‘molding ¥

them according to the values and contents of the West-European

* Ip Hebrew g Yeshiva Tichonit (High School).. . - >
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Gymnasium on the one hand and Realy High School in Germany, on
the other. The forefathers of the first Secondary Religious
Academies adopted the classical educational pattern—of East-
European  Jawry, referring to the Lithuanian Yeshiva as their
main "reference group", combined with some degree of - readiness
tQ incorporate (on pragmatic non- ideological grounds) certaini
. parts of the regular Israeli.high school‘eurricula. This prgamatic
combination lacked any a-prgpri legitimation. * Even the very people,
who created the new Academies still saw as their main source of
’ legitimation the extept to which their institutions succeeded in
chanellingicheir graduates ‘into the "sphere of the Torah" - i.e. -
a period of intensive study in’ the Graduate Religious -Academies . *
While the secular ch qp nt was incorporated into the *
currfculum on pragmatic grounds, (it ensured a better chance of
recruiting promising students and mobilizing public and financial
support) it gained in importance from the scholastic- inserumental ,?
point of viewo, In faCt:_th Academies adopted many modern educational
‘sub wid fashiongble in the Israeli educational system‘
in general; . ‘ ‘
The ongging dual commitment to both traditionpl—values (the
sphere of the Yeshiva nd the values -oF East-European Jewry), and :*\

modern values (the sphere of secular studies and the values of

ko

unifying theme, is still a pronounced characteristicx
% |

* In Hebrew - Yeshiva Gevoha,

£ the Academies.

Western civilization) without developing an autonomoXs and integrative .

?
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2) The Structural Component

L

‘o

¢

The Secendary Religious Academies: #re being run as private
institutions under the supervision of several public bodies ( Each

Academy is also under the supervision of thespepartment of Religious

~Education in the Ministry of Education and Culture but this super-

RS ®

vision is usually quite elastic and encompasses.- only partial aspects .

‘of the educational program.
The Academy revolves around three central components - the
i
Yeshiva (religious studies) the Secondary 'school (secular studies)

N
and the residential section (the socral componeﬂt) - of which the

- ¥

Yeshiva aspecf’is the dominant one, secular studies next,, and ®
) 4
.the boardinpg aspeect - last. 3 - .

Y. Ty

‘ This relationship between the differen't sections is clearly
‘T’“ﬁznifestez/in the division of roles between members of the staff.
Most Académies are- -headed by the Head of the Yeshiva who 1s, both

in theory and in/practice.athe final authority in every area. gzher )

central staff members such .as the secondary school &dministrator,

¢

the boarding school” principal etc,, are unable to., persue an in—

" dependent policy in their specific areas of responsibility° By s

the same token thre’ Talmud teacher* has become a,central educational.

figure in the Academy. The definition of the Talmud teacher s role

became the focal point in a long struggle between the heads of the

a

Academies tnd the Ministry of Education, the former demanding

N -

. / .
* In Hebrew - "Ram''.

4 ) -4
-

\ o~
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=acknow1edgement of ‘this role as a special case, and insisting

on traditional Yeshi%a studies as a training prerequisite.
Special emphaeis cn religious studies 1is also,evident in
' mattkrs such as allocation of time and space. These studies are
given'“priye-time” and space, and constitute the core of the home-
roé& class. °Still, most Ac;demies excel at secular studiés and
the lerge elite institutions offer~zgeir students an‘impressive
Llfwariety of subjects and courses. 'Most Academies are formally
acknowledged by the Ministyy of Education and prepare their
» students for the matriculation examinations. “Even Talmud stcdies

/
have become an integral parr of these examinations.

To sum-up - the structural innovation of the: Academies is

the pragmatic combination of the three cohpbnents described above,

”

-/

together with the clear aominanc status of religious studies.
) . . .
v - , —yp
3) The Social Climate Comporient -
, . .

The special relationship between the students in the Academies

and the social sphere of the pioneering teligious youth movements
L. e

(first and foremost 'Bnei Akiva") fostered in most Academies a

'unique social climate., This climate was manifested by several
; oo

i A .,
original practices: ) T g

2\ (1) . Hebrew as the language of both speech and study, as against

e »*

the use of Jewish which is the common practice in most of '

the other Yeshivas iq‘Israel B

L 3 - Y .
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(2) . Simple, modern dress-sfylé, as against different tfaditional

- styles frequently gncountered in other Yeshivas.

-~

\(3) A variety of extrafcurricular activities - field trips, parties,

AN

sports, etc. o ¢

(4% {New collective identity symbols - such as the crocheted

yarmulka, unique song; and dances, etc.

(5) Fostering an '"elite consciousness" and a spirit of self-
respect in being religious among Qegdeé} students, while
creating a generél.fociai climéte in which atfénding anlacademy
is aimost a "must" for every-xeligious boy. The residential

,\éide of the Academy encouraées these social traits. The fact
that most Academies are located in religious settlements,

‘Qf at least outside.the major cities, help ‘minimize possiﬁle'
~ negative sociai influences of the secular culture. '
Besides the social' and émotional effect of boarding én the
social climate of the Academy, the other two components. (Yeshiva

: and school) also exert a major influence in this. respect.

Of -special iﬁportanbe is the subject 'Jewish Philosophy" .
(Introduced in the '40's by one of the fifstAﬁcademiEs 5; a

-

compulsory subject for.the matficulation examination) which

.

. prepares the students for potential confrontation with secular
culture. Another‘important source of influence is the: informal
! interaction with both teachers and peers which contribute -

towards deepening the students' commitment to the institution,

L
and the. values it represents, o .
e ' .

. B . : ]

»
-
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The educational output component

The educational .output of the eecondary Religious Academies >’
1s represented by thousands of graduates from the various
institutions. The unique character of the graduates is
expressed in the-eonseant mental balance tﬁey maintain between
their commitment to the traditienalWEphere of religious norms
and values, and their e;:ivewinvolvement in the central
institutidns of modern Israeli society. While maintaining
this delicate’ balaﬁce,’the.graduepes usually succeed in
adhefing to the religious tradition, both in belief and action,
&Hile doing/exceedinglyﬂwell in the army,. in higher education
and in a'grdwiﬁklvariety oﬁ-occupetions;

On the individual level - this is a new type of religious
individual - well versed in both secular ;nd religious subJects,

L 4
nationally oriented, and possessing a high degree of self-

.

resgect « .

On the collective level - this is a new social group - known

as the '"Religious Intelligentia' or "The Generation of.Crochet

Yarmulkes" - which slowly but surely, is becoﬁing a quinanﬁ

factor in the elite of the‘natioﬁal-religigps society in Israel.

’

Thus, Se%ondary Religiods AcademfZS are unique, not only .
6 . .

. AY
in their ideological, structural and social climate aspects,

but also in the unique educational output ehey produce.

o

o




>

. religious-national mission[ at the same time Peducing the
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During-a period of about forty years, this type of education
greatly expaqged and COday there are, spread all oYer the
country, 25 such Academles° .The maJpr quancicacive develop-
ment occurreq between 1953-1967, and icﬂmay be partially ex-
plained by the growing number of youngsters - both in the
cities and in/pew immigrant settlements - who were ifterested
ip attending this type of inecicucion. The few Academies
ekiscing at that point were unable, to respong to the growing
demand, and had.dif?iculcy in absdrbing scudehes from immigranc
families. These difficulties gremmed not only from materials
reasons, such as lack of proper faciiicies, but rather from
squecclve ones -~ fear‘of losing prestige, or harming an .
elite image, and 6bjeccive ones - such as a real gdp between
the educational achievements of youngsters graduating from . ,
certain elementary schools (locac} in deVelopment: t:owns poor /
urban neighborhoods, ecc,), and the educationail requirements -\’
existing in the Academies. The.religious seeCOr had ro proddce

immediate solucioﬁs to these problems, and meet national needs

by ‘planning ahead in chis area. In fact, mosc of ‘the new ' »

" inftitutions were escabllshed wichouc prior planning° Bnei s

)
Akiva saw the establishment of new Academies as a most important

pressures exerted by non-elite groups to enroll their offsprings -

in the long-escablished elite institutions. As.a result, on

s ) .
- \
A Y .
.

. 13¢ <

- <
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o
the whole, it, has turned out that no state-wide system of -

naxional planning and priorities was created and 50 a tremen-

dous’ amourit of human, financial and physical resources is

‘being wasted.

€

Désp@te these and oﬁﬁér problems, the unique experiment of

'Sggbndary Religious'Academieg was institutionalized in Israel

e

.as & major innovative éfstem, éncompassing about 4,500 students

in 25 institutions and can boast of more than 15,000 graduates.

s
. R4
s, i ®
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DIFFERENTIAL PERCEPTION OF INSTITUTIONAL CONSTRAINTS IN BOARDING SCHOOLS

F. Bernstein

/

This article focuses attention on the general question of how
. chazacteristics:of institutions devoted to socialization, influence
the adjustment of the socialized, ’

The social institutions established by society in order to
provide primary and corrective socialization‘wcre defined by
Goffman as. total insticutions;

In these institutions, large numbers of people ‘are isolated
for different periods of time from the outsfce<world. They are

subjected to a comprehensive daily scéhedule and controlled by a

. staff with full authority ‘over the inmates.

\

Goffman has identified the process of mortification, identicy

Y

stripping and reconstructing as the critical fechanism through

‘ which total institutions influence their members (inmates).
W

Many researchers do not agree with Goffman's assertion, They

-

claim that the concept, "Total Institutipn"'cém be viewed as a

polar type and that qimehsions of totalism (totality) can bc iden-

tified. They point out that mortification is ot a hecessary ‘

characterggcic'of a11<20t91‘institutions., Mortificstion'characterizes
| only those institutions in wh;ch compulsion forms the basis of

recruitment and in which such institutionalizatioﬁfcreates a ''stigma"

" for the inhabitants.” ) o B
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The assumption of the present study is that the total insti-

tutions influences the individual not only through objective

characteristics but mainly through the way these characteristics

‘are'perceived by the individual. This approach is in keeping with

Berger and iuckman's theory of the social construction of reality,
~ the symbolig interaction of Blumer and others.
. The study is proposing to see perception as the mechanism
that mediates the influence of the structural characteristics
of total institution on idividual behavior. . Perception as a
mechanism is more general (than mortification) and can explain
the influence og both moderate and extreme degrees of totalism.'

- Tpis cénstitutes a break with past sociological analyses wnicn'
were concerned with structural'characteristics of total institutions,
ignoring possible individual diﬁferences in the experiences of .

%&%k these characteristics ,

‘ The aim of this study was to investigate the differential '

perception of the unique normative system which is limiting and

restricting the student's behavior in a residential school. We

rerer‘td these ncrms as total constraints or restrictions. A

discrimination between two‘types of -consrraint wag made. We

?
distinguished between positional constraints and personal ones,

' The positionai re8trictions refer to formally expressed | .
constraints which’ apply to inmates by virtue of their position in
. 1 *
the institutional structure (e g., their complete subjectidn- *to

" the‘euthority of instructors,- teachers and staff in ge%eral)° The

Cw L. )

. . | ~ 139. .
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personal restrictions refer to informal constraints that have
anbnmpact on the personal life of the inmate, that are by-products
rather than formal components of the institutional system (e.g.,
the lack of free timé or privacy)- s . \
Focusing on perceptions requires us to apply existing perceb¥ -
tion theories (mainly object perception and person perception)‘to *
the perception of a complex social reality such. as the ''total" -
reality with'its'special norms. We,éssumed that the,basic \ A
: processesrofypergeption are similar regardless of the perceived Q\

objects, . Accordingly, we distinguished between the cognitive

omponent (whether or not the restrictiongixists), the affective

emotional component (whether or not the restriction disturbs the

\

individual) and the effective evaluative component (whether or

not it is felt to be legitimate for the institution to impose.

this restriction) ) ‘ >
The empirical research was carried out in two boarding ?igh :

schools in Israel, both of which show a moderate degree of total

characteristics but which differ considerably in thei;\structures.

- v

We have chosen to investigate two residential schools (a)- in

order to avoid systematic biases that might appear out ‘of idio-"
- syncratic characteristics of ope institutioprand” (b) to be able

to replicate the results, WThis is a: considerable advance beyond

Vo7

the typical individual level of methodology in studies of single

institutions. L. ' N

2] . .
Al a . - . . . ) . . . . l ‘
.
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Our first»hypothesis was that there}are individual differences
in the way;in which the constraints of the institution are perceived
by its members, |

As expected, there were substantial individual differences

"in the restriction perceived %y different studemnts, ‘interegtingly,\
many students perceived the positional restrictions‘while few

took note of the personal restrictions. More importantly, although
positional restrictions were more commonly perceived, they were

less likely to be viewed,as illegitimate and disturbing Personal
E restrictions were perceived as considerably more disturbing by
" those who noted them° o -

- Our second hypothesis was that the differences in perception
of institutional constraints are afproduct of the different qogni-
tive structpres that ‘Tndividuals have acquired'duripg their preyious
'socializat on. We did not investiggte directly therocio-cglturalk

_xsettings.tne,students come from. We inferred this indirectly,
% ~using'existing data. - 4
We made three'mein distinctions: We distinguish pe:ween:
e 1) Hierarchicel‘social structures as against egalitarian ones.

. 2) T Structures where the identity of the -individual is r

AN positional, the individual being defined first of ;11

as .a member of a group as against structures where the

. | identit; of the individual is personal, where the _indi-

o .vidual reaches ;he stage of "individuation", a-term of

y Fromm on expressing the release of the indiyidual from ‘

[N ‘w ° . 2 - K ~"f -
. ’ group dependence, - ‘ o
a

| E 141
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3) Ve also distinguished between settings which mphasize

the duties of its members as’ against settings which em-

4

.phasize their rights° : : —_
. N .
There is evidence in sociological liferaturé that traditional

and lower economic families,are more hierarchical, the identéty

\ of their members is positiokal, their status ascribed and their
duties more.emphayﬂged than their rights2‘ Modern families and families
of higherieconomic level are more egalitarian, the identity of the

individual is ekpressed in more individual terms, the status L
-

fachieved and rights are more emphasized than .duties.

]

The socialization of the child in these settings is accordingly
different. The one is "adult centered" and the other "child

centered" and as a result different cognitive structures are formed

in them to face reality. Following this r€asoning, students from

Ny

‘different social backgrounds were expected to perceiverdiffefently

~the constraints, of the school, . / . .

As predicted the social background of the students had an

//

impact on the perception of institutional restrictions. Students

from _more traditional and 1ower economic backgrounds tended to

&

perceive more positional“restrictions but found them legitimate
1

and not disturbing, as compared with students from less traditional

_and higher socio-economic status backgrounds. The latter were

\ LY
particularly likely to perceive the institution as imposing personal

. . k4
~ restrictions and to view these restrictions as unjust and disturbing.
T & ' .o L

+




mh

e study shows that there is no uniform "objective"
normative system, but a multiplicity of subjective definitions
of the institution's reality. These subjective definitions may

have an lmpact on modesvosiadjustmEnt and” functioning in these

institutions.
-~
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} 14
) -
/\ : ’
- > L
- t
13 /‘ »
- . ] e
. »
M Y
No® ‘ s -
—




- ‘, ‘ \ ¢
N - 134 - .
COMPENSATORY RESIDENTIAL SECONDARY SCHOOLS FOR THE

- GIFTED DISADVANTAGED T s

D. Nevo . -

I, An Outline of the' Program Lo ' T

Initiallyy establishing’special boarding schools for the gifted
disadvantaged originated with Professor M Smilansky who methodically
N followed up its 1mp1ementation° During the first year of the

”orogram, 78 youngsters were lodged in a boarding school in Beit

hﬁagan Jerusalem° Since then the program has greatly expanded

\

and at present "about 300 students are, enrolled in'several—educational
' { :'_institutions throughout the country. Students are referred
the program through their e1ementary schools and selected on the
,i ‘ _basis of three criteria : educatienal, ethnic, and socio- economic. .
;;u; : The 2 program is based on five %ssumptions\\\
— 1) “that disad antaged children's failure to achieve in
SRR e school is, eVersible, ' - ’ )
, X 25 that by, aldolescence it is still.not too late to set .
%}' | ~ ’this{ékrrective.process‘ofjresocialization'ih motion; Al
. .ﬁjt . 3) that;adoleséence is a particularl&rsuitable time for
L S educational intervention because it is a period of
A S .§earch for self identié%;' .
. '.;{‘,/'«1_"'[4) - that aF adolescence youngsters undergo an emotional
.7 s

crisis, which may be a positiye factor in'the‘resociali- .

- zation process, and under certain conditionms may offer a
L P LI . ——
* ) - ? .
prospect of meaningful change; and L e

4¢ 0o
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5) . that preference should be given to the more able R

of the ~culturally disadvantaged The lzbel "gifted"

v/sbould become a positive motivational factor ‘instead '“/“\\\
\ of the stigmatizing Jlabel "disadvantaged" )

“The two major characteristics of ‘the program are: ‘ i
- 1) that students are placed in regular, heterogeneous
. : N — .
schools;

2)’that students live in special boarding facilities,

which ensure personal'tutoring and counselling, the

. , ~
" availability of library facilitigz?%enrichment :
\ " programs, etc., RS - |
) | o, N o . .
II. The‘Design of thewEvaluation Study’
) Sincé_its first day, the program was accompanied by an ’
’ 'evaluation study.k In fact, it is ‘a program which was initiated
. &as an ekperimental researchpproject and~evolved inco a»majcr
instituticnalized:program sponsored by tne Ministry of .Education N\
’ , and Culture. W .~‘:;3 Lo y o
- The evaluation study included tﬁree distinct stag£; i ’
K ' ’ N ¢ s
s 1) -Evaluation of the 1961 class; i.e., the first group cf~

students adnitted to the program. Two comparison groups

4

were included in the study.- a group of elementary school’

S & - ‘i
, T classmates and a/grgyp of candidates rejected by the
!- . - * - f * - q

. " program;
' . )

LY . . . . - . . - -
a
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‘the research design aﬂd the nature of, the rel
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2) Evaluation of the 1966 class, i.e., 22@ students‘in

five boarding schools, and 1,894 studen¥s in severalv .
‘ ’ ~ .

different comparison groups; and
e * o

3) - ‘Follow-up on graduates, i.e., a study of the first
graduating class, followin them up to 1977 1. e., ten

years from the- time they were admitted to the program).’

_In the present paper we will not report in detail the research v
findings,suffice it té say that four types of data were cbllected | L am -
and analyzed - ° . | &

. .o ' F ,

- 1) ' Background‘data concerning students'® educational

| and socio-economic background;_ o C ’ '
»2) Data concerning studénts success in secondary education.: )
;The e;aluation focuses on two main variables- .dropout £,

" rate’ and spccéss in the matriculation examinatiohs L

,\k..- & 5

3) -Data concerning the social gcoeptgycemof the program 8

PN vx-,?

students in their classes, and%fn mheir residentiaI

1 o

- ”" . e‘,”" &P' 5@’) °‘. N . ,
setting; and 1% Yf;: NN ~ C
- ¢ . . o ‘{. i | - “¢
4 . Lo . . & RV
+ 4), Data concerning the program's graduates i .
N : B L °- “ 30 g
¢ - . S CLRT e,
;"' g » .
« g o PR ‘ . /x: q "
. ILI. Conclusions for Future Reference R S .
- EN) - * . ‘,‘ < . M ”,
° . ~., S ;f’

A, Ffom past experience.we?may conclude tha 'someafacgors in

ionshipxbetween-

>,

and should be retained

1

projecté;gd research had positive ramification

in the future = . g




. | g - 13- . S
j - ' : ~
1) . The close follow-up evaluation, tightly linked to the

.program from the initial stages on;

s
-

) 2) Tne iztensiveicommunication7and mutual ongoing exchange
n

between the Ministry of Education and research staff;

3) The involvement of research staff in the institutionali-
. . * . L ) . 7
zation\Qf the project; and ° .

4) The choicewof a longitudinal research design, instead

of an experimental one, ) ®
/

t . ‘ )
_ .

B. Several faétors had somewhat negative ramifications, and

should be omitted in the future - \ ' T //
~ o7 e :
1) Implemen;ation of the project should be sepafﬁte - from

. evaluation. Evaluation should not be.done by the y/

(
»

- project s initiators; '

. ‘ 2) The‘range of research = variables should be ex anded

A4

S S -
-t S0 as to include variables such as struc%ural lelements,

"
-

2

* . ">educationa1 processes curriculum etc,_ N )
3) Output variables should‘be chose/ which go be ond\@he '
foreseen effects of the ‘project; and -
4) - -A division of labor should be /ntroduced between the
research -as such and'evaluatidn as a basis for decision-

. i / ol P
making. - / ’ // 3 e o

3 . S ) ) /
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\ THE “INTERNAT" °

EN

Tne Residential Setting for Treatment.of Specialized ngulations

- . ' C

Y, Wozner

2

By "specializing population" one means: Children or adufts

who, because of various different disturbances, (physical, ‘
C psychological or educational) are not in the mainstream, or
dropped out of the mainstream of the educational establishment.
It is intefestingfgo note that the normative establishment in
Isrsel (Tne Ministry of Education and Cultnre) has vef& lictle to’
do with the residential care or residential treatment of the 'special
populations'', These are usually under thesauspices'of the Ministry
f Labor and Social Affairs, the Ministry of ?ealth, and'tq a

lesser extent of Youth Aifyah (the Qouth imﬁigration orgsni@ation),’
’end private voluntary organizations. jThis,-of EOurse, noes not
include the upper stratum of "specialized populations”, i.e., the
gifted ). This is an interesting and strange phenomena: It seems
.as if populations ;ho are in special need have been .in a“way,
disowned by the Educational establishment in | rael.

The question is, if there is an establighment nhose&societsl

role is education, why are retarded children ngt‘educated in a

residential setting by the same establishment? Why shouldn't a .

juvenile delinquent’ (who behaviorly has come int9~conf1ict with
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the legal establishment) be under this establishment 8 auspices?

Out of approximately 12,000 school children who are placed by («

the Mini\fry‘of‘Welfare in various Internats (catering to neglected

or deprived children) another 1,200 are described as ''extra special' -
" not retarded - but with emotional and behaviOral problems. These - b
21,200 children Who include‘Juvenile delinquents) are placed in

some 17 to 18 Internats - an indicative number in itself. There

®

is a praiseworthy tendency, therefore, to run quite small Internats -

. &

- for this kind of bopulation. o
’f\\\ What turns an Internat for the specialized population into
a so-called)hTreatment Internat'?

“ The'Ministry of Labor and Welfare defines a residential setting

as a "Treatnent Internat"” if it has its own social worker or a
_numher of social morkers; medical and/or psychological services:
.rendered to the inmates - and that is all. Nowhere is it'stated‘
that a special program should be forned and followed.
A logistic consideration ‘taken into account is that Internats
'should have relatively small classes - which has, of course, a
—financiaq implicatfgp A regplar Internat would have up to 40 or
» 50 children in a group. In a .'Treatment Internat', a residential

group is composed of 12-14 children° This, in fact,.is the only

structural or organizational distinction ‘of such Internats°

—roa———

* The Internat as a powerful, cultural environment has an
important educational value. .As such it has a special effect on

its inmates. One would -expect that the speci%l Internat would
N : V4 &
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"aspects of the Internat (i.e. "the unifyirg theme", the positive

. ideological atmosphere: the uniqueness of the Internat) are

- . . ‘ . o
N , _ﬁ : 140 - : N,

. ‘ : - >
enhance the educational aims of the inmates. -In actual - fact, ~“J2¢ .
today there is\very little done in this respect What does f,wggb : ';
exist of course, are the different theoretical orientations oﬁ‘ /;
(i.e. psycho analytical and behavioral orientations)., In some L
Internats, the relationship and interaction between the staff and\)
inmates is based on some mixture of psycho-therapeutic orientations.

_1In other Internats the basic orientation is behavioral, using
techniques such-as token economics and various othef reinforcement °
methods. What is most striking is that the unique societal 4

structure of the Internat is very seldom used, except for seg-

regating people, The result is that people who disturp\us,- the
soclety - are-isolated, secluded and sent away, and thus, presumably, >

-

the Internat serves this purpose. The productive and positive :

One would expect that the cultural environment belenhanced

S * e

neglected. ’ ..

and emphasized - the only valid reason for suggesting the Internat

environment for resocializing the "specialized population" This

phenomena suggests a kind of-dichotomy or dual definﬁEion ile,.

the Internat as an."Instrument", versus the Internat as a "Vessel"

~

The "Instrument' attempts to harness all the possible effectse

of the Internats' powerful environment. It is an instrument of

change or modification aimed at its inmates, It works with th?~-jb:“' <

’

™




. ~ )
. N )
. .
.
. . .
B
- ' \
.
.
b
.
D
. .

-
>
»

- 7’

inmates, not on them, An:Internat defined or categorized as an ? .

instrument is bne that is geared’ towards the individual needs o§ <
its “inniates, but it can ‘also be geared to’the “collective neegs°
In‘an “Instrument Internaé\\the whole scé\dule is organized according

té‘the perceived neéds of the’ opulation within%}t

The 'Vessel" is a bureaucrauic structure - hotel-like - 4 place
t§§s1eep and eat. The ideal vessel incorporates little interaction -
| between the staff and\the inmates. Most of the interaction takes .
. pIace'within.the school. The educational emphasis is on the school,
~not the Internat Speaking‘oftﬁﬂreatment Internats"*the "Vessel ‘

! «
'Internat" means a pleasantgplacg wheré people live in small groups,

and where the m6difying effect is expected to be accomplished
by one'hour of psychqgogical treatment, or two hours special gym- ~
> \nastics, or any other~technica1'intervention. The very essence
o of-the Internat as a powerfdl environment is not taken into account.
If our goal ff to effect not Just one specific function or
aspect of ‘the personality, but to create a more diffused influence
the "vessel" type is inadequénE, and the "instrument" type " showdd

ES

"be incorporated more often° é_&f” X
If the above two concepts ("instrument or "vessel") constitute

A

one dimension or axis for classification purposes, ‘we could try

to superimpose them on twdé other important concepts i'e,, pluralistic

or dispensed decision-making versus centralizqg_decision—makingo'

' Thus, we may be able to create a’'two by two mét;¥§\in which various

f o

. Internats could be located in a dynamically—structuraliy meaningful -

-




typology. According to this ﬁypology, a "Total Intermat" would

‘centralize decision-making), while a "Pluralistic Intérnat" would :

di;;épse decision-making among more members of the organization;

i.e., both inmates and staff.

.. _.The above four variants - "Instrument', ''Vessel", "Total"

and "pluralistic", enable us to construct a gompreﬁensive and

useful typology of Internats in general, and of treatment Internats

in particular. , —

.
S
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" MANOF AND KEDMA'

Intensive Educational Expériences® for Marginal Youth

*
-

In the poorer sections of the major cities and in the outlying

development towns in Israel, @he casual observer ‘can ‘often see

s . ~

youngsters idling about who seemingly have nothing better to do‘
Many of them appear ”tough", thh tight jeans and haircuts ranging
from Afros to long "hippy" styles. Some of them are members of
street gangs and som% of - them have no. particular affiliation; what

charac%erizes~them all is that they are not part of any of the

"

usually accepted soc1etai frameworkse‘ Most of them have dropped

-~

out of sghool because they did not succeed and were not motivated
to or could not change their sxtuation there. The experience of , ///

Q!
the kind of failure that*broqght them to their présent situation

’

and the feel&ngs accOmpanying it tmake the problem of marginaf‘

youth a very serious and _complex one, affecting about 107 of. the

L 4 r
-

total age cohort f;ém fourteen to' seventeen in Israel, or some

A3

twenty-thousand youngsters .* - "
: ¢ \ . ' . .
In Israel‘the‘situation of these teehagers becomes even

more difficult at, the age of eighteen ‘wheri the time comes ‘for

. 2

recruitment into the army, and many of them are not accepted because

ya / i ‘ 1

* Aé/uming that fifty percent of this number are girls, it must
be noted that approximately half of them come from traditional set-
tings where, at this age, they are already expected to fulfill a .
role 4t home? Thus, even though the girls fit into the definition
f "youth who are neitheg studying or working", their situation is
ifferent, . »

lDo

-
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. of police records or general instability.o Any young man who has ‘

' not served in the army,;ggless for reasons of health, has a stain ®
on his record which may well become a serfbus'handicab; making
entrance into the adult'world even'more'probl‘ematic°

Because of the serious situation of such disadvantaged youth
in the ,ountry and the lack of viable Solutions, a.special reside;-
. tial proJect for 15-17 ‘year-old boys which was to deal specifically
w1th the group of marginal youth mentioned above and which would
gg a kind of "recovery" inStitution was founded “The program'noy
known as MANOF (meaning a crane in English and ’ an,acronym for
residential youth center in Hebrew), opened in ‘the fall of 1975.

-, The site for MANOF is’Nihariyaﬁ a small resort town. north of Haifa}
‘ In the early years one of the summer hotels was rented and used as’
a campus° Since 1977 two such hotels in Nahariya are being used

as the main campus (classes and vocational training are held else~

5, where’in the town) . ,Presently MANOF holds about 60‘bo¥s annually.
"o The problem faced by the founders of MAﬁOF was how to go about
creating ‘a meaningful institution to which*problematic ‘youth éﬁiéd

1

want to come of their own accord .Given that most if not all,

» )

- ‘)these youth had had manymnegatfve formal school experiences,oa’more>
:infbrmal approach would have to be used% The project would have to
provide a diversified curriculum, dirEcted bothltOWfrdS instrumental
goals (i.e. the acquisition of a trade and intellectual skills)

and towards rehabilitative ones, such as norms of'group behavior,
. 3
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‘capacity for autonomy and self-expression, abilitv to.persist at
"+ a task, to mention a few. .Included in‘such a'conception‘was the
idea that there should be a wide- variety of activities, some l
highly challenging and some almost entirely pleasurable° and that
y participation would be absolutgly voluntary° At the same time,
8 5 vas clear that the adult figures:could not play the role of°
| ordinary teachers but that dédicated stafitwould have to be
developed with whom the youth could make close, tnusting relation-
ships and who could act’/as models and supports for them as they
were experimenting with a new life style and with the acquisition _
v of a variety of social intellectual, and vocational skills° |
A creative social environment was consequently designed in
which several educational activitieé/ nd programs could‘:imultaneously ’
be pursgfd both formally and }nformaljly° The VOcational courses
offered by MANOF were to be directed towards’ occupations-with a
higher social status, such‘as photography ;pd eléétronics, than

/ . , T .
the traditional low-status ones, such as carpentry or shoe-making,

d -

which most- programs offer, ; f - e

N

One of szﬂF 8 easeutial characteristics was to be that ic

¢

would create 'total environment"; for twenty four hours a day

the’ participants would be involved in the different aspects of
the projecta The youth, having been taken out of. their former
*  surroundings, would essentially be provided with a new home. It

was assumed' that intemse dormitory living woulé‘faqilitate ‘close




-
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- group relationsghips and the necessity to, deal in one way or another
» with any conflicts that arose. It was further assumed that the
" peer group would leno initial support and’ eneourage the more ,.
"marginal youth to change their negati%e behavioral patternsq The
staff, within this setting,%%ould he ayailable eontinually to
\\Ergvide‘indiVidual attention, support and pérsonal guidance.
Within the total environment - «the partlcipants would be
given the chance to experiment with fulfilling various adult roles
'Up_until this time, many of them had never_ had much success at <
any role, and this aspecg of the program would be.very~valuable
in preparing them for the futurei‘ MANOFIyoulg givefthen the
‘opportunity to plan ‘their own day-to-day prograusn'for exaﬁple, ‘
and to participate on committees which would essentially govern
most aspects eof life at MANOF. Through these committees, the
youth would learn to acceot,responsibflit§ and to perform social
roles effectively which are essential for;active‘membershio in

, ., . . b Y ’ ~
_society, i ! R

& .

The different elements of thefbrogram converge in an attemnt

Fy-3

to teach each individual various skills %pd to give him an opportunity -

to try out different kinds of behavior. 'There“fre essentially
- ¢ - 5

three different stages to the'pizgram The first stage covers a

period of six to seven months in the residential setting beginning

-

in October° Itagas a long and demfanding schedule. The day begins

at 6:3ﬁ, with breakfast at 2:006 Study begins at 7:45 and continues

e

o o me e xrmm e i e e
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_-until 1:00, with only a half-hour break at 10:30. Afternoon -
lglti?nal classes commence at 2: 30 and continue until 5:30. .

g

The evening is either free or used for various informal activities°
The youth themselves are responsible,for day-to-day cleanliness
and for some routine jobs in the dining room.

~

There are two different aspects to the program in the first .

all tailored to individual needs and desires. The academic subjects ~

include Hebrew,‘methematics, English and histery, and the.vocéticyal
ones, which are elective, Pphotography, car electronics, car
ehectric1ty and metal work \JAttendance at “all classes is voluntary,
and there are no exams or grades, R ’
" The second ‘aspect of the program is tlie more informal one.
and complé%ents the actual course ﬁoxk'(which itself contdins many
informaljolements)o It includes anong other things, the eveniné
programs. Some of these areﬂdiscussions which center around per-
tinent issues, such as.the grouyp's functioning, politics, or some
sneciﬁic occurrence° Others consist of meetings of the various
'.elected committees coordinated by a central committee,vwhich have
' .responsibility.for different aspects of the program such as‘food,
cultural activities, sports and discipline. ‘

Included in the informal aspect of the program are the many

conversations between the youth worker and the youth, on both an

!
stage. The first, the more formal, includes vocational and academic

v

studies as well as creativé workshops and special interest groups,

~
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e N L
¥ndividudl and group basis, which take place as the|program

é;ogresses These help the youth to integrate his various experiences,'

’understand his~ relationship to thg adults working with him to

A}

himself and to his peer‘g;dup, and give him guidance/where necessary.
£ e -
,anytspontaneous activities often also occur during the day - an

louting to town, a soccer game, or.a meeting to plan the weekend's
tripzto Sinai. . Hikes .and overnight,trips to various places -provide,
~besides much pleasure, the opportunity for many different educational
,experiences including learning- about the country and its history

'In general, they increase . the group 's solidarity as well.

-

./ The next stage, the second, is one of transition, but has
~

T
-

much importarce in iﬁseif, \Ehe group moves to a kibbutz for threé.

months, along with the youth workers,.and is ekpected‘Eo integrate

&

intq the different aspects of life there. In many ways, the kib-

butz is simi}ar to_therresidentiai setting. It is a closed-society

~

.where the individual has to find a place and sometimesjsacrifibe

his own -needs to the needs of the group - The teenagers from ",

\/

+ MANOF continue to have. the personal attention of the youth workers,

and they attend/classes in some of the subjects that were taught

‘in the residential setting  They are, however, expected to integrate
into theakibbutz society in the sense that they\are‘assigned €0

jobs by the kibbutz and expected to fulfill them well; they eat

with the kibbutz in the public.dining.rooﬁ and are includeg in

social activities. In contrast to the residential setting in Nahariya,
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3 K

the‘kibbuté is a natural social. setting, and "‘as such, pronotes the
youth's preparac;on for adult life and the outside world, g
In the kibhutz, the youth are able to maintain the demanding
schedule, 4&s they had been in the residential setting; They also - -
adjust uickly and, on the whole, successfully to life there. It -

seems that thie norms which Had been develoﬁed'duting the first

.stage help théﬁ to understand.what kind ofﬂbehavior and attitudes
are acceptable in the new context,'and the group helps them to live
"according to them. When in previous years the question arose. as

to whether individuals who wanted to could remain on the “kibbutz

\

after they completed the MANOF program, the answer was most in the

Mffirmative from the kibbutzim:* Thus, from all points of view,

5 _ : &
the experience seems to be a positive one and to fulfill .ics

[

educationai purpose. _ . ‘
The third stage of MANOF, which begins nine months-after

the youth initially enter the program, is a complex and very

important one. It is essentially open-ended because it dea1s with

e “gach individual and his plans for the future. pach case is:
‘considered very carerully, and decisions are artiued‘at aftei K

“*“different‘factors have been weighed: the youth's breferences and

abilities, the staff'surecommendations, and the availability of

different‘:alternatives° Because the actual program of MANOF itself

-~

is so short, which is one of its unique features, a system oﬁ - .
L4

" counselling has also been provided which continues after the program




».
‘ .

has officially ended. This is a very important and integral

part of MANOF and makes it different from mﬁst othe; suchaprograms.
) A special member of staff has been given the responsibility of

finding the most sultable place for each youngster and of keeping
."in contact with him as he, goes into the outside world This iso~

done with much care and in complete cooperation with the youngster:
-.and those who have worked with him dgging his stay at MANOF. , The

youth,are encouraged to return to MANOF as visitors,at,any ‘time

. LY ) o S .
and call on stag{,members whenever necessary:q In this .way- graduates
‘ .. & N T )

“~ A ' . ‘\ ‘ . . ':‘P
- - lish themselves. - (e .oat

» - 4

A . : R
are continually supported and encouraged as theyéattegg%,to estab-
. ~ I . d
o

. lt 1s interesting to note® that essentially:all MANOF graduates
have so far been recruited by the' Israel D;fenseyforces and ‘have
- hsﬁn assigned to,regular combat units such as the tankAcorps,,the
°navy,,and the parachutists. 'Similar adolescents if succgssfhlly
drafted into the'army at all, are generally assigned to positions
wiéh liltle responsibility and low social status, such as kitchen
~detail ox driving. This is an encouraging development‘and can
be taken as evidence that MANOF is fulfilling at least part of
its stated goals° i
- o In the year 1980 a similar program, aimed at the same type
of marginal wayward and delinquent youth came into being It
seems correct to gtate that its philosophy and basic approach were
inspired by the by-then acknowledged succéss of MANOF. It is the

youth village of KEDMA, \

' . -

160
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KEDMA is an agricultural village south of Tel Aviv. Unlike
MANOF, itlis a.co=edueationa1 experience, essentialf& aimEd at
the same target population, even if somewhat younger (14-15 year-olds).
The most important difference between KEDMA and MANOR is that
the youngsters are expected to live, work and study at KED until
they are of .age for military service (i.e. for 3;3 years). Thus,
while MANOF is short in duration, KEDMA is planned as a much
more extended exﬁerience° (It is too earI"to'assess whether .. /
most, of the youngsters in KEDMZ will adapt to such a prolonged T
qexperience)o Being a viliage there is_less emphasis on vocational
training in KFDMA than there is in.hANOF, and‘relativelf'more on
agricdlturaI work , ' ,-44; ~ _ )

\Similarly to MANOF, KEDMA is searching for meaningful ‘and

effective ways of teaching academic subJect matter. Both teach

4 -

.the«basics, in an open and unauthroitative way, applying no sanctions

or selectiong Whilst. MANOF employs special personnel as teachers,

- KEDMA, tried to merge the roles of counsellors and teachers° Whilst

the latter is evidently a preferable appraoch, it imposes a more.

heavy e-rain on staff which only very few and select individuals‘

are able to sustain. - - o -
KEQMA enjoys the advantage, not only of being a vihdaée,

but of being entirely separated and independent, ?his allows for

" the development of a rehabilitative atmosphere, Yet} it differs

from MANOF in that the participating yeuth of.MANoﬁ,.even though

—




[N ‘ 4

| I R | -’- | o
. . 3 - ’ , .
entirely removed from their original background and environment,
" live in a city. MANOF is, thus, a less artificial set up and
an environment more Elosely resembling that in which most of the
youth\are‘iikely ;6 live as-gradﬁites. Whether totngphfsical
removal is called for so as to conétitute aprehabilitative "last
cﬂance" or whegher sociai-culgural discontinuity with the home ’
environment suffices,'will be seen in due cour§e°
The_unfahénesé of.both~KEDMA and MANOF in rghabilitatiné
wayward-delinqpeﬁt youthYi{s that they seem, to make the utmost -»j
usé of the regidential environment. Rather thén being a school
on the campus on which there are b9arding arrangements, these
" institutions fuse peer group manipulatibn, intensive and intimate
relationships with adults who are gccepting of participatory ex--
periences and oppbrtun}ties to fulfill meaningful roles, yith %

deep'sénse of responsibility for the'graduates' coursedof life.T«

-
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RESIDENTIAL SETTINGS AS ADMINISTERED COMMUNITIES - 2
| \ SOME_OBSERVATIONS ON ANALYTICAL DIMENSIONS
AND PRECZPITATING CONDITIONS . ' = X
3 . - L
.\ A CONCLUDING STATEMENT o

C.E(‘Bi%well

\\/“ &

Theﬂstarting point for the present discuséion igﬁthe notion ’J//
of "administered"community° This was a central concept in C.
Bidweii & R.S. Vreeland's paper "The Residential College as\an . *
_Administered Community" read before the annual meeting of the
American Sociological Association in 1962, which dealt with the
impact of collegef qm moral orientations of college students in
the U S. The texm "administered community means, first and ;
foremost, an organization administratively characterized by the
;' absence of primordial ties (ties of kinship, locality etc. ), but .
. 1is rather md¥e contractual and associational in its basic- form.'
An am@inistered community camr be either a people processing or-.

L

-, ganization, or serving clients through the means of communal
-~ ) / R
o
-"forms, enacted rather than evolving, in:order to bring aboux some

sort of changekin the .client-members, or in order to:facilitate

S

the maintenance of some sort of commitment, or a combination of
the two. Communal ties or networks are specifically used as an »
. . £

instrument to counteract the associational property which underlies

! the notion,of, formal organizations., . - &

) [}
4 v B .
' . .
. - 1.
. . .
. ~ -
3
’
- .
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Administered communities, as a result of their structural

and inherent strains The first central dilemma stems directly

\.

.

: from the emphasis on the absence of primordial ties, and may be:

RS

“J

described as the problem of potential strain between communality{??\‘“g' i
¥

and intentionality The issue here is whether an administered "}Maiég
g

community - residential schools a youth village etc, - brings within ’;{/
its boundaries' primordially grounded groups‘that can form_sources = ket

» a . S
of an oppostional subculture inside the orgamization. To the

. < 2 ar B re
v P Y

éxtént - that this occurs, one can expect to witness the emergence ;. s
) ’ MR

.

of certain elementsof strain in the ddministered community. Thig s

. 4 . . ’ N ¢
potential strain may become either more oppositional or more sup- &2

. RN
portive depending on the way the members of the organization are

v

recruited; are they recruited from within-a‘subcultu;e'that is

~ -

itself supportive of the administered community’' - as is the ,case - 1

S

when the qrganization was primarily established for sectarian )

ﬁ.

' 7 purposes. The reverse will probably hold if the subculturé”'” 3 ited’

from is a deviant one. This is the case in certain prisons é j {' -
*ﬁ;’v 3 -__-
penitentiaries which happen to recruit groups of client-membersa‘,:
{ ~ .
from the same neighborhood or street gang In such cases the strain

. < 9 Y

between primordial and organizational elements may become destruc-
tive to the-administered community. Hence, the organization has

. ¥ “ » .
no way but to replace external primordial ties and‘build’a new

*

set'of'organizationally Yoou§sed°specifio and communal ties'in their
£ - . v

.
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place. When there are ties to _be broken, identities to be reshaped

-

and new ones to be formed, then an administered community,may come
L g A
to more closely resemble Goffman’s description of "total . e

institution". .

3

The second diilemma an administered community might face is

o

. - 7 P . ' .
in\ﬁhe?realm of goals and purposes, and is the question /of -ideplogy
versus'utilitz. One way of defining an organization is by~answering

/
the question of its goals.

The central dittinction in this context is between organizations
e

§ s

which are - generat or enacted by an ideology or a mission ‘and ”

4

the contract based, professionally specific organization

In the first case the organization is the extension or £ool o
of a social movement, a political party, \an elite engagéd in nation-

.

building or -a sect attémpting to attract converts and tomaintain the déc-
trinal purity and commitment of those already‘fnside the fold. When
an organization has an ideologically specific mission, there should-

i

be no difficulty in pinpointing its purposes., First members will

>

tend to declare the organiz?tional goal, Second the purpose will
‘be embodied in the organizational'round of 1ife Because of the
centrality of the mission, the social. life of the members will
i@mirror the -central goal Mbreover,.the round of life becomes sym-
. bolically important, One can observe thts‘phenomenon in religious
schools and even @ore go in monasteries, where the daily‘routine

& of prayers and devotion becomes a symbolic manifestation -of a
o . ¢ & he ' N . .

e r, i '

) , ' . .
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(religious mission. At the same time this daiiy routine and strict
schedule serves as a nay;of~indoctrination .

‘L ) The alternative ‘form is the rationally-planned, specific
. professio’al organization . the ordinary day school, the vocational

high school, 8tc. The organization becomes a set of means to a. //
v ;

functionally specific endf to learn to read, to acquire a, vocation'

Here, the’ issue is not one of commitment but rather the more speciflc

problem of how to teach a certain subject or ski}l° P

@ . .

Subordinate to the question of goals is the third question -
s

'that of generalized versus specialized staff recruitment: When

ot

the purpose of the organization is mission,staffing will center

heavily on commitment;

less on professionalism or technical compe-

tence than on normative competence.

Members of the sect, the

movement, the party will be the favored candidates.

Furthermore,

one is liiely to find a very. diffused division of labor, It is

hard to find identifiablea separable roles - thef are a11'over-

lapping, For the same reason - the’ recruitment ba31s of {the staff -
- one is likely to find a‘'very undeveloped hierarchy of conﬁiol,ﬁ
instead - the charismatic founding leadEr who runs the whole com-
munity is characteristi This’p;esents the problem of routinization
of charisma‘and the question of succession‘- how to preserve the

h Y

organization when the leader is. gone, how t6 handle change. Another
problem is that of_support from witi®ut the administered community

The maintenance of the notion of misSLon depends on the persistence .

- ' /s
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L of sectarian or localistic:social structures and subcultures to

" sustain itﬂ Similar problems&exist with regards to éopulatiOn

-

recruitment. What ‘are the kinds of incentives to which the new

_members will respond? @bre A, Etzioni's classification of incentives -

, ‘coercive, nomative and utalitarian-is deemed useful. When you

-
\

have a population of members which already identifies itself with

(N

) theborganization s goals, the:incentives are symbolic, normative.

AN

The community's”way of life becomes both a central ritual and a
/ :

way,of indoctrination. This emphasis.on''the conduct of a way of

life" (Weber) is common not only to sects and religious schools;,
> ¢

but may be found in some elite professional schools - law and

medical schools, etc. \ - . ‘\) '

H

-

The second part q; this paper will deal with the issue of
social conditions precipitating‘%he formation of different . types

of residential’ educatione :

One can identify 6 major conditions that will foster some

: variety of fesrdential education° They all centér on the Parsonian
* 4’

théme of social differenciation ds a principal diménsion of social
Y ‘.Q‘, 3
~ ot v 0

change. These six conditions arb.‘f A

NI

t i) The generalized weakening of primordial ties in the society

The weakening of kinship, - of the family, the differentiation

of family and economy are interconnected with the emer-
v =N
gence of certain types of residential schools. The type

-y

case in this context is' the emergence of the'Engiish Public
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2 " Schools, which flowered as the aristocratic families of

England began to confroﬂ:a mo:

o

rnizing[economy and lost
some of /their functions an

/ . i
?) The elaboration of group Aubcultures, of doctrines and

B o 'bﬁlie ~ The best exa

strength.

le here is tHat of courtly

»

tion of residengfal schools associatéd with the feudal

courts and.€entered largely on the development of. Confucian
Doctrine, as both the symbolization - in“tge moral sense
and as a set.of techniques qualifying one, for membersﬁip
#the ruling classes in Jdpan. This development is .
closely linked to the weakening of primordial ties i
Qualification for elite positions in Japan bz this time
had come to be based not only-on inheritance -but aLso
) " .on téchnical qualifications and examinations inter-
connected with ‘the development'of the court schools. One-‘
. of.the outcomes of this process is the formation of an

integrated national elite with a common educational base.

. ” N . ‘t_

and a common natjonal identity, .

3) Nation building - the attempt tos form elites, Elite for-

, mation in the less‘developed coun:riei}/which mignt be

‘ seen in parfj as an effort to ovErcome primordial ties
and replace them by ties to the nation- -state. -

Each of the eforementioned conditions involves either

the pre-existence or the attempt to construct a system

1 .
-
-~

~a
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oﬁ;épratification that centers on status groups° AQ iﬁ
status group is a self-conscious, self-identified
solitary stratum which is centered on a distinctive
way of life, which itself is normatively integrated
around the symbolization of a distinctive honor;fic
position. The political elite of a new ﬁation?can be -
as mutch a sfatus group as theiazndarines in China and
the Samurai in Japan. Under these circumstances in ¢~
/pa}ticulag one would expect the emergence of residential

educationu

Sectarianism .« the formation of‘residential educational

f

Settings as ‘a way of spreading and maintaining a system
of beliefs, an ideology, a mission (see page 155 above
for detailed -discussion).

Developing economy and the upward extension of mass

education - the best example'here is the American State
University‘ The upward extension of. education involved .

v
not normative goals but focuse&~on technical training- -

the preparation of engineers, agronomists, lawyers,
doctors, etc. It is indeed 4 second step in nation-building -
no longer emphasizing the development of a nationally . o

committed ‘elite, but that of a -techpical ‘cadre --professionals

. _and quasi-professidnalse At a certain point the demand
" for such training outran the means, and because of the

\,high cost of decentralized higher education the State b

~

169
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uni%ersities were established. These had to be

residential because they recruited their students frl;\

all over~the state, The residential part in this case

‘came alonéQas a si&e-e%fgct,when it could not be
avoiéeo, -
6) Deviance: So far, we discussed the formation or enhance-
ment of commitment or skill, Arfother problem is that

of handling deviance. As social differentiation proceeds
»

and deviance.becomes\quined in ways,which outrun the
resources ‘'of families'and communities, handling deviance
in one of two senses - either in the sense of isolatlon
or recovﬁ?y in the individual case, or re-integration

" on the'social level - become probiems of organizational

~

means . The isolation of the deviant, the ‘criminal; the
mentafly ill, or their reintegration-as full members of
chiety. call for eome kind: of distinctive communal
enﬁironment, end therefore for some form' of residential
re-eduoation and re\socia}ization° (‘

This kind of refofmator --.the therapeutic community

em to fa11

I

on the one hand, the/prison on the other-

into some uneasy,middle ground between the mission-oriented,

aominietefed comnunitiés and the tecﬁnical, contract-

centered ones. . . S <T#\‘
AdminiStrative communities evolving under one of tﬁL first
fgur social conditions will tend to be ideologically grounded

\
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normatively hased, dense communities, with strong boundary
maintenance high visibility of members and staff and symbolization
of the daily round of life. They are potent forms of administered
communities but tend<to be.pelatively unstable because they face i
the double problem of routinization of charisma on the inside
and dwindling of outside sources of commitment and support "heir .

major collective outcome is preparing successive cohorts for the

elite or the sect. Administered communities evolving under con-

RN

' ditions of mass education take on all the opposite parameters of

the above variables, and their major col}ectiée outcome is the
training of professional—technical cadres for the expanding eﬂconomy°
Administered communities established to handle deviance through
isolation aremostly just 'vessels'" - warehouses for the criminals,.
the mentally ill.etcn Therapeutic communities, which stress re-
integration into society, face some of the proplems typical'to
mission gromdedkorgan'izations, first and foremost the problem of

~

routinization 6f charisma and thus tend to be unstable and rela-

[N

'In our concluding remarks we will try to suggest a list of

' N \
three‘componentzwhich to our mind, any major research agenda of
Iy

- residential education should include. ) ) °

. a) A general analytical scheme, a set of constructs for
comparison between a variety of administered communities.

This conceptual space should encompass“a wide range of

Y
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variation,

.
AT

.residen?ial settings

Some tentative steps in t%is direction were taken in KR

the present discussionb

-

so as to include both residential and non- e

<

»4

¢
H

%

.y

- - .
- s '

An attempt to answer the question of how the -

L

observed variation came to be . What are the

conditions that precipitated the development

14

of educational $ettings? Both a historical

and a studv of the effects of social change'
A

for in this context. - !

societal
of varieties
analysis

are called

°

v

Some observations on these two dimensions vgre offered

A above° ‘ : )
i c) An effort should be nade to ma ontential andiact?ai
outcomes of different educatioia; settings, both on thé.
. indiwidual and the collectiveileveis. and a-1inkage°between

the analytical properties afid the substantive content

of the outcomes should be biishedm Some preliminary
thoughts’ on this subject weré presented abovec. .

Isrdel, with its wide 'variety of residential educational forms

a sample of which we vigited, constitutes an ideal .setting for

.

comparative research in this. promising field. - .
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Number of
Institutions

Youth Movements

-
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FRAMEWORKS FOR INFORMAL EDUCATION

Youth clubs
& centres
(out of school)

Community
centres
""MATNAS"

{

Resihential
. School clubs

1106 groups in 13
youth movements
- (in 1973)

>

" 49 275
(in 1976) (ih 1971)

Kibburzim

Institutions
440

314
(in 1971) \\\1n 1971)

Type of
activities

[
games and general

activities,
ideological

. eéducation;

scouting, etc.

~

P

éntértainment,
sport and
vocational
circles,

group ac-
tivities,

etc, *

cultural
and social
circles
for
children—
(alongside
activities

~ for adults) .

Q

’

‘ ‘ ~— Type of
Institution .
supervised General Edu. 20% Kibbutzim
groups for Agricultural often have
preparing, Edu. 8% residential
lessons and Vocational units for
extracur- Edu.- *107 childrer
Special Edu. 157%

Unspecified 47%

ricular #rom out-

~activities side the
kibbutz -
or incor-
porate them
in the
general
framework

&

Enrollment

200,000

,

133,000 . 67,000,

\

- 70,000 42,000

Age group

3
10-18

i

All mainly 10-18

. . (% of memﬁers
ih each
. groug SA %

: S VA
6-14 -

327
14-18 677

, k=14 .




FRAMEWORKS FOR INFORMAL EDUCATION (cont.)
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3

\ Community Youth clubs
centres . & centres Residential
Youth Movements '"MATNAS" (out of school) School clubs Institutions “Kibbutkim
Percentage .
of membership 30% . most 67% . 65% most most v
of Oriental . ' ' N
origin v A
Politigal 721)6ém§2r3 none ° none according to Non-religious: Only 187 of
and relig- (57% movements) 7 school's 59% studentsj’ all kibbutzim
ious orien-  labour .,oriented, he ) supervision (55% institu are religious
tation 287 members . N S tions) ‘
(437 movements) CF Religious: 267%
religious or — s - students (19%
right-wing . institutions)-:
., ' Unspecified:
- - 15% students
— v . - (25% institutions)
Stafft young kibbutz graduates ;eachers & school teacners: members of
' members, of of special, graduates of teachers, students and ~ the kibbutz
older age courses for special high school graduates of .
groups instructors courses for pupils ° special
i . from the - instructors courses
. local commu- # A / ‘ .
nity; (Direc- ‘ S
tors:higher
education & *
special e’
courses) )
Type of urban & rurail developing mainly urban, urban & rural urban & rural
locality towns and some in . : .
«\ suburbs developing . . ¥§§§
< ‘ towns
Super- kibbutz move- government government, government public organi-  Youth Aliyah
wvision or ments, Jewish & local ocal author- (mainly), zations (mainly) Department of.
ownership Agency, govern- authorities ities, public local author- government,local the Jewish
ment organizations " ities, public authotrities, Agency .
. organizations private Kibbutz °
members
A ' .
1 7 b % £ -

177
',
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PUPILS IN EDUCAT INSTITUTIONS BY TYPE OF I.NSTITUTION AND COUNTRY OF .
ORIQIN (HEBREW TION) 1969/70 1976/77 (IN PERCENTAGES)
. N o .. . cw t , ) N e e
T, 1969/70 : i 1976/77 . B
.’ . ) . . -t " -—-—'—v—-—/. .
v * . N ~ .
- "o . ’ ~ .- Europe ' “ Europe
. " Total Israel*Asia-Afrlca America Total Israel As1a-Afr1ca America
R 7 . N R s N
Municigal apd public 713,895 n.a. _d.a. . n.a. 901,192 Tyn s 25y
kindergarten e 107»668 > Yy \0 Lo 147,757 to- . st
Primary Education 394,354 129, - 61% . 27% 401,870 20% = 56%° 247,

* Intermediate schools 7,908 . 60,133 15% | 57% . *. 28%,
Post-primary .’ ) ‘ 7 ' - 7// ) *
education - ' 129,436 107 43% 477 134,737 / 15% . 51% 349
Teacher training " o B ) -
colleges ~ 5,083 7% 32% . 6ﬂZ ~X1,685  10% 38%, 527

;‘Post -secondary* . . ‘ ~ " N . ' ;
institutions + 6,900 ' © 19,430 o

' . v 1 N ’ ’ a . .
,Academic institutions 36,246 B . £2,780
Other¥** .26,300 W 72,900 . v o

' o ’ Ld
p— ‘ « ‘

Source: Statfstioal Abstrgct of Israel No. 29, Central Bureau of Statistics 1978, pp. 661, 671, 658

* . Israe}-bornm, classified according to fath%i's country of ,bireh
** estimated “.
*hk e g, private kindergartens

[y

\

’
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" PUPILS AGED 14-17 IN SCHOOLS BY COUNTRY OF ORIGIN AND TYPE OF _
' SCHOOL (HEBREW EDUCATTION) 1969/70, 1976/77 (RATES PER 1000 IN THE

- RESPECTIVE GROUP OF THE JEWISH POPULATION)

1969/7® 1976777

Primary education

* Asia-Africa -
- Europe-America -

'Incermedrate schbols

Asia-Africa =~ .
/532qpe~America ¢

Post- primary education

- Asia-Africa . P T 538
Europe-América > | . . 7061
3 L‘ - )

') . - . A a . !
4

‘Soﬁrce: Statiscical Abstract of Israel No .. 29 Central Bureau of.
" Star:ist:ics 1978, p. 677,
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RATES OF ENROLLMENT IN ACADEMIC INSTITUTIONS AMONF THE 20-29*% AGE GROUP BY

CORTINENT OF BIRTH (JEWS) l974/75

1969/70,

(RATES PER 10 OOO

' ' AGED 20%29* IN THE JEWISH POPULAIION)

‘ .

. . - 1969/170 (’ 1974/75
Age B V\J
20 - 24 ’ 814 898
25 - 29 352 511,
Continent of Birth ' N
t " ® , : »
Iéradl born - total L 989 © 951 .
Father botn in Istael 746 997 o
Father born in Asia-Africa . ¢ 246 - 299 . —
Father born in Europe-America 1ﬁ262e 1,405 ‘
Born in Asia-Africa = = ' - 161+ - N\ 211
Born in Europe- America 976 ) 842 - ,
Y - ' ‘k ) “ .
Soirice: Statistical Abstract of Israel No.:29, Central® Bureau of, /™u
Statistics, '1978, p. 687, -y i o S
**Most students- belong to this age group (abéut\76%ain i974/75).
f - - § . © - ~: .
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3 )

THE OBJECTIVES OF INFORMALfEDUCATION

. Youth
", Movements Centres

Institutions Kibbutzim

>,

" Comfhuni ty- Youth Clubs School Residemtial
and Centres GClubs

: ' A
Increasing - . ¥ .. .
social mobility - ~ > =~ . Yy oot e
through educa- _+ (now) T - T+
tion for * - (for-~ ’
individual merly)
achievement 8 . . )

s

some¥*

¥
AY

24/ (now)_

g ..

?

(for-
merly)

. ‘Strengthening ~

the sense of + + o -
community : '

"Social edu-~
cation” . . .
(group-orien- + + +
tated - ¢ : )
activities

~

K]

Education

-toward

specifically " ++ _ = =
Israeli . .. cLe
values ‘ ’

. Txpes and

extent.of ° . _
8gcia1 control ‘

Low

*a

-

Some Residéhtial Institutions do not providé'formal_educ&tion. S

&

.
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